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S Introductlon

]

.. The Chomgnmg Social
S Envuronment

S - MAYNARD C. _REYl;xoLDs
- ¢ ' . o e - '

: ‘ p §

~The nation’ s 'schools are undergoing rapid and pervasive changes in
the provision of serviges for handlcapped s{udents The greatest
" changes are occurring in the student camposition of regular-classes, in
- the social climate of classes, and in the reconceptualization of .
LR classroom teachlers’ responsxbxlmes The purpose of this book is to
place these changes in perspective and {o provide teachers with the

practical information they need to_facilitate their new roles.
, : Generally speaking, the educational placement ef handicapped
. children has been determined historigally by society's attxtudas toward
{hese childrep and its conception of the purpose of schoohng Over the
past half century, the growing recognition in the United 8tates of the
rights of diverse political, economie, ethnic, and social groups was ex-
- tended, almost inevitahly, to'the educatmnal rights. of <children in
_— general and of handigapped chxidren in partlcular At the same time,
' ) the cpurts reconceptualized the puipose of schooling as the enhance- -
ment. of the .individual's life. Thus, the isolation of handxcqpped"

. chlldren on the fringes of society was ended. . - >

Many students with.special needs who, in the past, were enrollpd in
specxal classes or $chools are being returned to regular’ classrooms
» where they receivg mstructmn from tlassroom teachers and suppor-
tive servicgs from special educators,and other specialists. In addition,
‘the rate of referring exgeptional pupils out of regular classrooms
" especially in the primary grades, has been lowered substanﬁally in
many school districts—an indication’ that the restructuring of schools
— is progressing upwar'd through the grades. One of-.the results of these
"+ changes is greater diversity in thé <haracteristics of students in
. ,ne‘xghborhoqd schools and regular classrt_)oms
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The changes taking place in the schools stem, for the most part, from
the application of the principle of the "least restrictive environment."
The intent bf this principle is to maintain children in natural settmgs
(i.e.. familial home, known neighborhood, and regular classroom); or
in settings as close to_natural as is optimal for the children, where the
greatest opportunities for educational and social development are pre-
sent. Thus, when a pupil is discovered to need specialized instruction
or supportive services, the first and preferred response is the delivery
of the help in the natural environment so that the child's life is dis-

“rupted as little as possible. Only'in unusual circumstances is a child

removed from the regular classroom, the school attended by his or her

- sibling$ and neighborhoog peers, the neighborhood itself, or the

family. Any educational placement other than the natural one isgnade |
only if it offers the child greater, advantages and opportunities for per:
sonal development. The principle has been stateg and restated by the
courts and is made explicit in Public Law 94-142, The Educatien for
All Handicapped Children Act of 1875,

A consequence of the application of the least restrictive environ-
ment principle has been greater complexity in the schools’ social en-
vironment. The effects of this complexity impinge upon. regular
classroom .teachers, special educators, and students—both handicap-
ped and nonhandicapped. In the past, teachiers tended to expect and to
create homogeneous groups of pupils for instruction. They were not
prepared to manage curricula or instruction in classrcoms with highly

‘heterogenous populations. For,;many of them, consequently, the in-

crease of pupil diversity was both difffeult and disturbing.

The homggeneous classroofn extended the concept of an instrictor
at one end of a log and a student at the other end. Children were seated
in orderly rows and columns facing the teacher at the front of the room
and were disciplined to work in silence and to ignore the classmates
arpund them. The failure to observe silence usually was clasgified as
“disturbance” and sometimes as “cheating.” Not all classrooms are so

. grim, of course, but many are so structured that they provide & stilted

and unnatural environment. The teachers and pupils accustomed tp

-such ‘a restricted’socigl climate are ill prepared for the inclusion of

gdmagyed pupils-with diverse needs and behaviors. Obviously, the
Lcmd healthy realization of programs founded on the least restric-
tivésenvironment principle depends as much upon the receptivity and .

contributions df students as upon the skills and accommodative

capacities of teachers. ,

+ The trend toward more inclusive social arrangements is not unique
to the schools. A similar trend is evident in all institutipns of the com-
munity, beginning with families. Increasingly, they are keeping their
handicapped members in the home-rather than sending them off to

‘residential schools or institutions. Byses, bowling alleys, churches,

places of employment, and all other social settings are opening to hand-
icapped persons as well. Under Section 504 of the; Federal Rehabilita-

‘ tion Act (as amended), all agencies receiving federal f'unds are re-

e ' .
’ f; . 2‘1',0..
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quxred to redesign’ those policxes procedures, and facilities that may

" “have been responsible for preventing the participation of the: hand-

icdpped. Although attention is. given mainly to the schools in this

- { (1
: publicatign, the accommodation 9£hend1capped persons in “regular”
environments challenges all of society: it is not a narrow problem just -

for educators, © . - : 3 -

4

The curfent imperatives to serve handicapped persons place an ex-

traordinary emphasis upon the individual. For example, Public Law 94- -

142 requirés teachers and-other educators to plan and write out in-
dividualized education prograins (IEP's) for each handxcapped stu-

dent, and to negotiate each IEP with parents and/or the student hxmself/

or herself. The IEP's must be besed on individualized assessments
and state goals and ohjectives to be achieved within a definife time
frame. It is notable how far these procedures go in emphasizing ac-
countability to individyals. . X
This extraordinary emphasis upon the individual ‘could easily. be

seen as a kind of absorption in the self, an excess of egocentrism in our -

society. The strong tendency to claim individual rlghts and privileges

sometimes Seems to neglect social values, the common good, or a frue_

sense of commiunity,

In fact, however, personal (individual) fulfilment is possible only
when there is a decent level of concern with and fulfillment of social
objectives as  well, Handicapped children ‘will be served well as in-
dividuals when a high sense of community is achieved in the
classrooms and schools of the nation. Teachers accommodate all
children as individuals to the extent that they are able to 'produce
behaviors that are socijlly oriented as well as egocentric. One hopes

othat all students will bmwell served gs individuals throughout their
school years and that they will learn to share in the responsibility to
_serve others. They need to learn to take personal responsidility not

only for themselves but also for the social environments in which they

function.
* Teachers are in the position to influénce the development of their

students from highly egocentric toward more socially orxented.
behavior. The movement to accommodate handicapped students in

“ regular classes makes such developmient an urgent matter of concern.

- The purpose.of this book is to assist teachers in the task by outlinipg

our knowledge base for the topic and some of the practical procedures

that may be helpful. To the extent that teachers are able to encourage

students to achieve the sense of community, feelings of respohsibility
for the environment, and awareness of the rewards of group life, they

will have helped to solve one of the major and growing problems of
" our society: the excessive demands for individual rights as opposed to

sha.red responisibility for the community,

.
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2, Given the (Jmnggs i }ﬁ[dfﬁch_- ()1 pu)v}dcd for hdndlCdppi‘d students,

which are having® gcne % i;ami ven proﬁuund effects oithe structure of

¢ schbols. the roles nf

+ schools g d famyl 05 & ing to envisiofl what the sc hoolq of thv future

may be- hk(‘ is Arr ¢ nrzstmg exerdse. “Imaging” ‘the school of the
future i§ a neg £1§ lf wcf mo to be &

to achieve, '} },‘ :
l)g:;(‘

gﬁi um\oxg than this chapter (Reynolds & er(h
(\

the sc 091 of the futur(' in particular. the
{ in dLL()K?d wnth i’he principles of Public Law

I [n &6())’1’\6 at‘
‘ 19784, | tm‘?jfto
LT S(hO() tha

-~ ped}( develg prx%q{ taepresents the ifnage of the school as it bught to be
e thefis {ul
JHe §chle format grew ndtmﬂﬂly out of the answer'to the question,

“.::.
S
—~

. of xp nutuw in thdt they offer teach('rs and other school personnel the
. . ;Z%‘] vrganizing th(\lx_cffort.g for programmatu imggrovement and
, pe»r il growth. .

: (}/ﬂ‘cc' of the scajes that u)rrf‘qp(m(i to the topits .covered in the
A A toixl mg chapters® are reproduced here* The firs} focuses on thﬁ‘
. i suua‘_f nvironment of the school. "It suggest$ that many schools today

) % are 4 level 1, the lowest rating level, in which egoc :entrisi is the main

- 'l v ehigh foristic, in contrast to level 5, the highest’ level. that stresses

' ' ¢sielevelopment. The achtevernentof the social environment at level 5
‘qﬁl s new elements in'teacher competencies, particularly those that

< ' e specified by Johnson and Johnson in Chapter 2. Many of the ldeaé

and practices discussed by Sprinthall and Blum in Chapter 3 also are
hlghly relevant. - .

bre is no, way to su(.r(\ssfully accommodate students with qp(\(,m]

tzic ds in regular school programs until teachers are ablg to pmvuio

’;z‘f‘ ledd‘('rshlp for and students Jea¥n to.cooperate in creating an acee ptmg

= pe tted and. approcxated ST oo *
*.P !
g Envxrun [t (‘mphasmes student participation in the gonor?i
',\r govern.m £ thool operations. The necessary experience is ac-

. qun‘cd through graduated.levels of increasing mfluonri!ind control,

- —

< ‘f \?th attendant rosponsnbllxtms in policy n&)kmg and nistration.
e students learn to take such controls and rcisponsxbx ties, disrup-

f ar about whn.t it is we are frying

1 comphgxnu' wuh‘ thespirit as well as the letter of the’

#mc pe rmhm(l and the relations between

./142 Fh( irraf f ‘r'(hxs discussion wjib 16 rating scales ip which the ™

=y

wﬁm we get there from he'm? Thus. the scales are developmen= -

1y halpful social environment in which individual differences are ex-

he’ sc'(,und S(.dl(. included herc is Q,ontml of and Responsibility for -

tion. vandalism, and inattention, to sc thool tasks <an be expected to be '

. rc,duccd ’ ) \ o
Ji « L . . -
*._ -
. '}-nr.ldls( ussion uf the uu{ll( . version of the scales sec Reynaldsg Birch (1978). Copiesof the scales
¢+ . uan béoblained from M.C Re ynul(h 348 Elhott Hall, Universitg of Mi:\n(‘mlu_"i'n('npulis. Min.
?' nesotu 55485, 7 . D - :
£y - - - .
- * A " - ‘ . ; . i
4 .
e 1 e
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*., ' Social Epvironment Scale

e d . L)

- ~

e .

1. Students are expu.tcd to.work essentmlly alone as far as in-
struc;londl tasks are conotrrned Stpdmﬁ student L(,Idnens‘hxps

' . tendfo be nogsharing, cven competitive! The teacher rcwards
- -individual pesformam,e and*seems nondaliberate nbout group,

Jprogesses, v, ot L g R -

cr—

¢
-

2 Students wdr am!y m 1solahom but oc casmna-lly"m amdll \\ -

' grou'ps The teacher pragsvs and suppolts fnendly m:emuwm R
< . bt no systunatx pmhsum for edur: ntmn iR group proussvs 1
Ca s proylded Evaluation feads to be Lndlvndudlly orienthd and
- ‘o encourige c.ompehhon N .
.t PVS s . - ) -

—3 ‘-}lu(fs‘ms work: in ‘smail groups frequontly and muist sharv
mcué‘rwls All E(k,mas aret individual, sfudénts are expected to
leax“n to work with each other: but gals are nunspc'(,lflc

A ._“ S ., . . ~ e . b

N ..,.

group - projeds are assxgned with considerablé frc,quvm,y-
.o Group projgcts ar evaluated 'informally but grqde records
1‘mp’hdsmo ;ndwxdual achievements. S‘m‘:lal skills are valued,

.
S ' So.,

5.“The de\miuphwnt of positivc social skills and mtijudcs is one.

- avowed objective of ‘the teacher. Students are expected to in-

* teract and share wititlach other and- to-help one another.
Sométimies they work on group projects, dividing up work.
The teacher assists in group process and rewards effective
g,mup work. Studentd have every reason to bé mutually,
helpfi]. Dt'flgxt(' efforts are made tb provide soc mlly integra-
tive experiences for m«ophunal stud(‘nts ’ . N

4, Students ,'m‘ clustj/‘d'su that they can iniu'dct freely. Some

t—"

‘u

.
- . . e .
. . 13

The third scale, “Affective Education,” is based on the idoa-thut the
management of affect in the classroom and in interactions with fellow
professionals is an important and necessary skill for every teacher.

Children need to think well of themselves to trust their teachers and

classmates. and to feel genumely wanted in sc,hool situations if they

are to achleve well and to develop constructive attitudes toward'
society. All these attributes depend upon caring and skillful teachers .
who can systemahcally create healthy emotional environments. The -

attrlbutes are no less, important in adult-adult relahonshxps The
‘following chapters deal with affect in one way or-another but the sug-.

, gestions of Hlidek in Chapter 4 are especially relevant,

The final chapter by Wood (Chapter's) 1 deals with the observation of
students in complex school environments, Probably no other skill is more

~ important to the teacher than gareful observatmn bécause all that heor

L/ '

3



- Coatrol of lnd Rnponlibllity for Envirmiment Scale A

2 N Each individual clan angthp school xs ‘a rule govemed opera:
B tion, with rules based almost totally gn the teacher's *‘police”
t ‘ o _ power and competencxes A ,

. . ’ . . ' ——
— 2. ‘Students share ‘occasionally in discussion of how tHe school
P I environment shall be managed A degree of consent of the a
SR _ -guverned" is ach.ieved .o

- N - . .
* < . . * L . . *

. - 3. Formal’ arrangements are made for the gegular involvement of ° -
. ne . Midents in gavernance — astin student government, student
' management of clagsroom materials weekly clasgneetings. or
the hke .. ~R
—a. Indxvidual students d groups of students are given special
. _training and responsibility’ for mariagement of much of the .
. - - gchool environment and processes. Included are technical -
. : matters such~as running audiovisual machines, administering
..~ of competency exams, orienting new studepts, and showing -
~ the school to visitors. In addition, training fnay be inéluded in
. » counseling skills (listening. reinforcing, etc, ) and pther aspacts
_ : = * - of interpersonal and group behayior. .
. : .
' —— 5. Students shate significantly in the governance (pulicy making
“and administration) of their classes and school. Their obliga-
E tiohs run to other students as well as to school officials: they
.are expected to help make the ledrning environment produc- . | .
‘tive. They receive instruction w%nere necessary to help them
take respongibilities. The teacher shares in all of this as well, |
: but gives particular attention to instruction for constructive in- :
e  itiatives and “autonomy" by studeﬁ\

- . A . .. . .

-
P

o LN . : *e’\
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she knows about prmcxpled approaches to teachmg depends upon ac- .
" curate assessment of the behavior of students, including the changgsr .
that occur as circumstances are varied. As teachers increasingly find
themselves. involved in case conferences on individual pupils=to
", write IEP's or fof other purposes—new demands will be created. for,.
. ‘careful, dependable observational data.
S When Samuel Johnsoh published his Dictionary of the English
» ~ . " Language in 1755; he recognized the difficulties of standardizing the "
Co spelling and definitions of words. “Change,” he wrote in the Préface,
“is not made without inconveiiernice, even from worse to better:' The |
‘observation holds true for all innovations, It seems to be characteristic |
S of most pedple—and, perhaps éspecially children—ifo prefer the cer-
e tainties of the status quo. Anyone who tries to change practices and

P
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.’. @_ T Affccﬁve Education Scala
) - o A ~ -
m PR S ¥ Conce:n for affective development and climete is Mmited toa *
' o : general policy of courtesy, and pleasantness. Affective educa-. ..
. ¢  tionisin no way a planned part of the curriculum -

— 2. Posxtlve effective development and climate, while recognizsd
. - .as'worthwhile, are sought orily through sporadic and generally -
4 . nonsequemial activities included on an- impuleé: oF "time .
- ‘tvailable” basis, | e, _ )
. ;’“ o M .
— 3. Affective edueeticm is recognized as wor;hwhxle and i mcluded
oi a planned but infrequent basis throe,ghout the year., Teachers
. have opportupities fpr inservice educetien and consultation orlthe
tup:c . _‘i : * LN
4 Affective education is recoghized. as worthwhile and is in-
cluded on a ‘regularly scheduled basis much ag other subject’
* areas are in the weekly Instructionsl schedqlei for students,
. Needs of teachers and adminutretors are recognized- as well. .
- . . . - ‘ -
. Affective education is recognized as an essent!el componentof
. the total curriculum, is a part of the segular daily instructienal
-schedule; and is systematically included in darry over activities
in all subject areas. Administrators and teachers attend
+ equallyto professional colleagues' affectivé needs. Expert con-
.sultahon is provided on affective education to both‘teeehers i
. and admmistrators : .

. 3

4

.o - : . . . .

e behevxors must be prepared to act- coneistently and optimlstlcally F,ar ’
too many innovations that have held great potential have been rejected -
~ begause they did' not preduce desired effects in unrealistic short *
periods. Indeed, there is a great danger that the potential of -
-mainstreaming itself may be nullified if insufficient effort and time are
_ given to'carrying out its intent. The social anti psycholegical classrocom
practices advocated by the contributors to this book are essential to
_realizing the benefits of Public Law 84-142 for all handicapped .
- children and, pethaps more 1mportant to enhancihg the psychosocigl
~ davelepmeni of all children. Many teachers will find the references
« “listed at the ‘'end-pf each chapter ‘a sdurce of addjtional and more -
- detailed m.fermahon on the practices; other teachers imay want to par-
ticipate in workshops and training experiences to deveIOp needed
- .skillg, : .
.1 am pleased to have a part i presenting the work of my close and
respected colleagues at the University of Minnesota and the St. Paul
Public.Schools, Many of us regard teachers as impor ant architects of




ate

-~ * N
. \ S e 3
Pl . .

the future Thus 1f ‘teachefs "are more knowledgeable about and
skillful inthe doiains that aré discussed in this book, their tasks will
_ be easier-and their products will be squnder; then children, and par-

. txcularly children thh spema] needs will be ‘better served. -
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R f Handlcopped Students -

I'r'i'to the Mounstream
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DAVID w. IOHNSON

At the doof of the classroom Carl stopped.and glanced anxiously |

“at the basy huin of students cleating thejr desks in preparation
« for math. The-special edycation teacher escorting Carl to the
classroom’turned and looked intently at the child, a trace of anx-

iety appearing on her face also as she took Car! by the hand*and .

enfered the classrogm, (,arl unobtrusively slipped into a desk at

“the back of the classroom as the special education téac her chatted .

" for a moment with the regular ¢lassroom teachcr.
'Q [N

Will I be l\ked? Wnll [ be fe)mted? will other students tgnore mL?.

These are 'questions that Carl is asking himself. Such questions are at
the heart.of successful mainstreaming—the-integration of students
with intellectual, émotional, and physical handxcaps into the regular

classroom. = IR AR

For the past several years we have been investigating procedures
régular classroom teacliers can use t() insure that mainstreaming is.a
sticcess. We Began-with three assumptxons (a) that-it is unfair and
unrealistic to ask regular clagsroom teachers to become experts in

. special education; (b) that any teaching strategy xmplemented in the

. regular clasgroom to 'facxhtate the.integration of handicapped students .

;hould‘benef:t the education of all students, hot just those with special
fearning needs; and (c) that building positive relationships’ bétween
ﬁmandxcapped and nonhandicapped students is the first priority of
mainstreaming. It is when handicapped students are liked, accepted
. and chosen a$ fnends that mainstreaming becomes a positive in-

fluence on the lives of both handacapped and nonhandncapped stu- -

dents. . .
. ',H ‘
: +

- ) ..

e
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iy ’ Why is the mtegratxon of handlcapped stud bnts into the regular ,1
+ . classroom taking pIaCe? The purposens to” structure the classroom .
' ' 'learbng in such a way; that T o ‘

2
s ¢ -.'

1. Fncndshxps are formed between ha??dﬁ\appfd and nonhandmap-

r - ped students. : € . AN
- 2. The social skills of all students are promoted e '

+ 3. The self esteem qf all students is enhanced. : T .
4. The achievement of" all students, is maximized. S

. ’ .

Souhd great? Can lt be accomphshed by ;ust placmg h\mdxmppéd stu-,
dents in the reguhr classmom and. lgat»tmg lifeé proceed as always? No
. " it cannaot. .
.. Plaemg hdndmappedstudents in thd reg/ular classroom is- the begid- -,
* ning of an opperfunity. But, like all opportunities, it carries the riskof | ¥
. making things worse as well astthe possihility of making thmgs better. .
., » If things. go badly, handicapped. students will be stigmatized, "
sterdotyped, and rejected, Even worse, they may be ignored or” treafed -
with the paternaltstn? care dne reserves for pets. If things go weH
however, true friendships and pusitive relationships may d;:f%jap et
tween the nonhandicapped and handicapped students. What does the -
. regular ¢lassroom téacher do to ensure that maingtreaming goes well? k
B The answer goes beyond explanations of the Jaw; additional formd to <
be cothpleted: extra meetings to attend; or lectires on various legrnmg,
.emotional, and physical disdbilities. '
o What is needed is an understanding of how the prucess of accept-
~ ance wprks in a clasgroom setting and an understandm& of Ahe’
.specxfned teaching. strategies that help to build positive relationships
between handlcapped and nonhandicapped students as they attend the
- regular classroom together This chapter defines- mainsfreaming,
N recognizing the relatmnshnp}between handicapped and nonhandicap- . .
. ped students as a key issue; presents the process of sotial jidgmenk as
highlighting the difference betwegn acceptance and rejection-of hand-
mapped stidents; and detaxls the specific strategies for sefting up
~ heterogeneous cooperatlve groups of handicapped and nonhandicap- -
ped students lo encourage acceptance, fmends’hxps and higher
. ( . achievement. Fitgt, the ratmnale for mamstreammg and a definition

K are necessary ‘@ ‘ ot . é@ o
. RATIONALE FOR MA!NSTREAM:’NG o * _
-« l" . n (\:
. . The current emphasns on- mams.treammg was brought abgut by a . *

%% series of factors mcludmg the followmg (Telford' & Sawrey, f1977)
© 7 L The failure ;)f research studnes 1o estatﬁnsh d;e effectiveness of €
special classes for the handicapped.” - ‘

2. A realization of the inadequacy of madncally‘! d psy&hologlcally

. defined dlagnostnc categones for educatmnal urpose,

< , - . < )
. . * ’{.. .
- CY . 10
B . . - L. .
“E B . ¢ T 1 . :
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. ' 3. Ei‘fidence that factors irrelevant to education‘and-aptimde: suchas . €
2L " social class. race, personality, and manageabitity, were influencing:
o special class placement. .+ . R
4. Documentation of the deleterious effects of gtigmatizgtion.

- . [
-~ *

o In addifion, Johngon (}Q?é) ngted that all studerits need equal access to
v 7 _ school respurces. and that the healthy sx‘)‘(;ial develppment of handicap:
K « ped students requires that they'be partof the n)aﬂns!rc}rﬁ of the social

h life of same age, nonhandicapped children and ddolescents. : R
IR . N - . ey ‘
: : AP <

. Access to-Resources - ° ' - Co e

- . . L . -

i . -
o

-

Ggchbol resonrees inclede both the hulnan gﬁd rhatcrialelét{mnté that -
_can influente achievement and socialization- (Johnson; 1979). These:
- resources may include access 0. highly motivated peers.® specific .
. . spcialization’ Rmceé;sesrcuuﬁselms, or aspects of the gurrigutum and,’ \
' instructional programs, One.of the tmost important resources within )
¢ - the school is peers who encourage educatibnal aspirations, achieve-
ment, and appropriate sdcial behavior. By placing students in- different .
classes or in different tracks during high school.educators determine
who has access to whom in ferms of student. intertelationships.
Assignment to different tracks in high school has been found to in-
fluence directly and indirectly educatipnal aspirations, academic self
. _coneept{ orientation toward intellectualism, who is picked as ffriends,
- *and who one wants to be like (Alexander & MeDill, 1976; arweit,
: 1976). Even encouragement to use school counselors and.actpdl visits «
to counsclors has been found to influence whether one is placed in a
college preparatory track (Heys, 19744, ) ‘

)

Long Term Social Development © - T . &, s

. : < - P
. 15 order to develop psychologically, ha digapped studentgh@t have
the normal life experienges of members flour society, sueh Ak going to
_ . parties and dances, taking buses, shopping, and dating (Johnsgn, 1979). .
TN These experiences are usually obtained/in an adolescent peer group as
) . part of the process of adjusting to phygical and social mai\rity. If hand-
icapped. children and, adolescents /are Segregated  throughout ‘their .

: school lives, how will they develop the ffiends they need during” -
adolescence? Gordon- (1969) noted that one of the most serious
problems handicapped children manifest - particularly as .they grow

~~into adolescence, is the lack-of friends. He implied that one cause for
the tack of friends is the lack of social skills gained in day to day in- $
+ .. teraction with nonhandicdpped peers. Siegel (1969) considered the -
major characteristic of older populations of handicapped students to "~ .
" be their lack of sogial skills, The isolation from and lack of positive in-
.teraction with nophandicapped peers is, perhaps, the most destructive
< aspect of the lives of handicapped students. . : -

>
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Any ition of muinétreamihg that does-wot include the premise-that
it should be'conducted to maximize the likelihood of handicapped stu-

-dentsTaccess to constructive interactions with nonhandicapped peers

and normal life expericences is incomplete. Placing a handicapped stu-
dent in the corner @f a classroom and providin'g/individuali%t-i(: l(ra{n-,
ing experiences is not 0£fee;t4’v<r mainstreaming/Mainstréaming is suc-
cessful only if it encourages and promotes friendships between hand-

Iy

tcapped apd nonhandicapped: p(fgfﬁ; (Johnsong 1979. Johnson & .

Johnson, 8). Thus. a complete definition, of mainstreaming is as
follows: ) < - N

' L v oL, ' . € . . '
*Mainstreaming is the provision of an appropriate educativnal

opportunity for all handicapped students in the Jeast restrictive

* . . . . . i .
alternative, based on inividualized education programs, ‘with -

procgdural safeguards and parent involvement, and aimed at
providing handicapped students with access to and construc-
tiver interaction with nonhandicapped peers.

What dbes the mainstreamed classroom fook like? E_ixcepti-onal stu-

XS

dents spend most of the day in regular classrooms, {eéav’mg odea-

sionally to go to a resource room or resource center for educational
assessments, individual taforing, or small group instruction. of to pick

up and deliver assignments prepared by the resource teacher But com. -

pleted in the regular classroom. The resource teacher and the regular

classroom teacher, working as a team, may schedule a student to use .

the.msuurce cemel: for a few minutes or several hours, 'depending on
the student’s learning needs. The regular classtoom teacher and the
resource teacher &ﬁ"se responsibility for the learning and soeialization
of exceptional students, ang hoth take an active instructional role. The
exceptional students spend morc than half thé daysin regular classes,
While the regular -classroom teacher is vesponsible for grades and

'rcpm‘t_ cards, he or she usually consults with the resoux‘epf sacher in

~ grading exceptional students. : .

Some problems with mainstreaming have yet fo be. solved. Too

often, special education programs are dropped and students simply .
.~ are returned to the same | :

: m-which they were orjginally
referred for special help. Such a practide does not allow.for the fact
that these students have learning problefus and, in the past; failed to

learn in the regular classroom. It is not::;iuiﬁg handicapped students a -

favor to throw them back into a pool of ggrmal leafners and let them
sink or swim there. Regular classroom teachers-are not receiving addi-
tional training in the instructional stritegies necessary for effective
gainstreaming, * —_— . >N

One other point néeds to be made about students’ access to. cach

_-other in. the classroom: It is effectjve ‘and proper for .elassroom
teachers to hold a broad definition of mainstreaming when it comes to -

2.
) p . ¢
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i(ntemt:tinns within the classroom. Thevery quiet studt'nt sitting by
the windaw, the very bright c¢hild sitting ncar the front, the disruptive
" student at the back, and the responsible, “average” student seated in
- . the.middle of the room all need to be .unstrmmod in the classroom.
) t setting along with handicapped studénts. All students gain by being.
o + pagt of a classroom’ clifmate cmph‘n\mng the bu'ljdmg, of» accepting,
« . helpimg. and caring relationships. Learning outcomes fyr all students
- « arv discussed briefly ih a later section of this chapter. For the moment,
Mo let us turn to one of the initial problems in mainstreaming—the at-
) titudes of nonhandicapped students toward their handicapped peers.

. . v ~ b -- ' .

ATTITUDES fowmn HANDICAPPED PEERS

Undorlymg the movpmpnt to igtegrate handicapped’students into the”
regular classroom are the assumptions that labeling will be reduced:
when hdndl(dpped students arc not-physically separated from, the
regular ¢lassroom (Flynn, 1974), the stigma attached to handicaps will
be teduced (Dunn, 1968), negative stereotyping will be diminished
" through increased tontact between handicapped and nonhandicapped
_ students (Christopolos & Renz. 1969; Fischer & Rizzo, 1974), und han-
- - dicapped students will have equal access to the social resottrces re-
I quiréd for maximum achievement and healthy social and cognitive
. development {Johnson, 1978). Whether or not these goals are achieved

«  -depends on the pattern ‘of interaction that teachers structure between

‘haqdicapp(ed and nonhandicapped students,

THE PROCESS OF MAKING SOCIAL JUDGMENTS.

P

Much of the traditional research. on attitude change has focused on
isolated and temporary experiences in which people are exposed to a
single communication aimed at influencing theni in a certajn. way. The
mainstfeaming situation, in which’students interact with each other
; over a period of months and even years, is congiderably more coth.
" ‘ "~ plex. Negative attxt,udcs toward hdndmappeddl\pccrs exist before,
: maipstfeaming begins and first impressions an he labeling process
. .r¢inforce such stigmatization; but it is the actual mt:‘ra(}mn hetween
® e handmappcg,and nonhandicapped studgnts that determines whether a
y - processofac ceptance or rqce.tum will mmgate or strmgth(-n the rejee-
: tion of handicappéd peers, . : -

_ _ The process of making social' judgments gbout handl(.appc-d p('c'rs is

/'_ . ' mf}/)e(,ted in Fxgurc 1 and can be described~as follows: .

riginal negqtm‘ attitudes are, based on the,,general stngmatnzatwn
of handicaps by society at large ;
. . *2. An inijgal impression is made on the basis of initialacti ions and p(‘r- |
' . ceived characteristicAof the hapdicapped students.
" 3 Catcgumes classifying t ndicapped students’ characteristics are
" formed thh labels beu‘gg attached to each catogory

1
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4. Interachon thh e han 1cappcd students. pccurs: it is of great im-
portaﬁce whether that m action takes place within a contexi of « X

tion and feelings of acceptance and psychologxcal safety. dxffere tn-
‘ated, dynamic, realistic vxews of colld6rators and self; posifive
.. * dathexis toward, others and self and expectations for rewagdmg
and en]oyable future interaction with classmates.
,7. The'process of re;eétum ;results from interaction within a context of * .
negat’ve or no gaal 1merdependence Negative goal interdépen-
_ dence promotes oppositional interaction and feelings of psychol%gz-
" cal rejegtion and threat, and no goal‘interdependence results in'no
interaction - with peers. Both lead to monopohstxc* statlc"' qnd
stereotyped, views of classmates, negative cathexis towggs othprs
and sclf, and expectations for distasteful and’ un, i i kaureglin-
+ teraction with other students. ‘e Do U
. ' 8. with further mteractxun. the process of. acceptam;e or iﬁ@ttmn
. berepeated K , L ; %7/
. C . . LY @
[ . ‘, / I:fr: "-"/a ) {
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What Is Stigmatization?

¢

Goffman (1963) defined a stigma as deeply disorediting attribute of an
individaoal. Goffman‘s work represents the only major theoretical

« .work in the area of stigmatization. He distinguished between an in-

. dividual's "virtul social identity."” which is the character imputed to

" the_ individual ‘by society, and “actual social identit

the’ person’'s true identity, It is Virtual social identity\that carrics the
discrediting L.unnotdt,mn Accerding to Goffman, three types of stigma

can he identified: {a) physxcal disablilities, (b) chatacter disorders, and

* ... [{c) tribal stigmas, suchas ethnic membership. or religious affiliation
,that is transmitted through the family and affects all members. When
individuals have a htg&hly visible stigma, sitple proximity to others
causes their stigma to be. known. And-certain stigmas (such as mental.
a .tetardation) ‘mdy be viewed by nonhandicapped 3tudents as dis-
qualifying the handicapped students from cerfain activities (e.g..

., academig work). To the extéit that a handicdp dnsqualnfles students
, from major activities in the classroom, it influences the hamh(,appmj
students’ acceptability to nonhandicapped peers. Finally, some stig-

~ mds.may interfere with interactions with’ fonhandicapped peers (eg..

and leading to a lack of opperiunity to reduce rejection. These three
aspects of the vxsnblhty of the stigma (readlly apparent, disqualifying,
and,obtrusive) all affect the strength of the feelings of nc)nhaném.dpped

students (Abelson, 1976). For most handicapped students, stigmatiza- - -

tion has taken place before mainstreaming occurs.
When 'handjbayéed students are first placed in the regular.
+* - classroom, there can be little doubt that nonhandlcapped peers will
' have negative attitudes toward them that reflect the process of stig-

malization.-A variety of research studies indicate that studenfs who are -

perceived as handicapped by ponhandicapped students are viewed in
negative: and_prejudiced ways, whether or not the ‘handicapped
children and “adolescents are in the same or separate classrooms

(Goodman, Gottheb & ‘Harrison, 1972 Gottlieb & Budeff, 1973; Qot- .
"tlieb & Davis, .1973; Jaffe, 1966; Johnson, 1950: Jehnson & Kirk, 1950

" Miller, 1952) NOde 1975; Ruckpr che\ & Smder 19()9)

How Are Impreas;ons Formed? . T

e

N

S ‘I‘he second step in makmg soc:al }udgmonts about handicapped peers

begins with the formation of an initial impression when they enter the-

classroom. One's cognitive representations of what another person is
like are ‘greatly influericed by. ‘the first few minutes of proximity

(Heider, 1958: Kelley 1973). First impressions can be strong and resis-_

tant to’ chq;nge even with the introduction of cdntradictory ,mfurmatnon
(Watson & Johnson, 1972). The formation of an impression of anether
person occurs through perceiving mmal actions and appearances and

o B g
i ! 29

* which reflects -

deafness, blindness, and inability to walk), thus being quite obtrusive



- ~
" generalizing from these initial intpressions to the person’s total Per- -

sonality (Asch; 1952). Three imporfant aspects of first impressions need

ta be takeninto account: (a) the primary potency of being handicap--
-ped, (b) the number of characteristics {fncluded in the impression, and

(c_:;-'the strength. of the impression. ' ‘
© Some characteristics are more important than others in forming an
_ initial impression. Asch: (1952) designated some characteristics as - -

S % centra‘{'and others as ‘peripheral; and Allport (1954) designated the

. « charagleristics that overshadew much observed behavior as of prim-

" ary potency. It is important to note that even when nonhandicapped
students have a great deal of informat jon available about a handicap- _ ¥
ped peer. the characteristic “handicapped" may dominate initial im- B
.pressions. Such characteTistics as physical attractiveness (Berscheid &
Walster, 4) and pereived similarity to oneself (Taylor &
Kowiumake, 1916) have been found to be of primary polency.

Impressions ‘may be classified “as gither differentiated or

“monopolistic on the basis of the number of characteristics.included in .

_the impression and the way the impression is influenced by the re-
quirements of a given situation. A'\dif)‘eren tiated impression includes .

_ » . many different characteristics which are weighted differently in in-

. : dividual situations. When only a few characteristics are perceived and
they are weighted the same in all situations, a monopolistic impression
gxists. According to Allport (1954). humans operate under the “princi-

‘ pls_s of.least effort/ which means that monopolistic impre’ssions arg
easier to form and maintain than differentiated impressions.
Finally, differentiated impressions. by .their very nature, are in a
dynamic_state of change because of their tentativeness and the
differential weigh;ir)'g of clraracteristics according to the current situa-"
tion. Monopolistic impressions, by their very nature, are static'due to

. their. rigid ,weighting of a few characteristics of primary potency .'/

regardless of the demands’of the currend situation. ‘
As one forms an impression of another person, one inevitably
categorizes“and then labels aspects of the other’s appgarance and ac-
tions. It is to the issues of categorization and labeling t¥aywe now turn,

Lol . : b4
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How Do Categorization and Labeling Function? o
" When nonhandicapped students form an impression of mainstreamed -
v hanidicapped peers, they categorize the handicapped students’ charac- °
S " teristics, attach a label to each category, and form a conceptual struc-
. ture that organizes the overall impression, as with all perception and
" learning. Categorizing and labeling are. natural ‘aspects of Ruman
learning, thought, and memory (johnson, 1979), but the way in kich
nonhandicapped students categorize, label, and organize their impres-
sions of handicapped peers has an important effect & mainstreaming.
. , - Categorization and labeling may lead to differentiated, dynamic, and
/[ realistic impressions, Qr it may lead to errors based on rigid
stergotypes. ‘ ' _ .

: ‘ ' 6 .
. oA oo 1 2[

Qﬁ.. 4 | : .




‘% e £ ‘ . '. . ’ .
. . . Vs .
Labels are a way of cunsuhdatmg information inio dne casxly- S
Tetrievable term. Labels inevitably carry cvaluative ¢onnotations as
- ‘well as denotatwe meanings. Although labeling is inevitgble, labelsap- 5 -
. pliedto handzcapped peers may have ncgative effects ‘bydmphasizing ~ -
monopolistic categones of primary potency that catry stigmas, by en-
couraging treatment only in terms of handicaps, and by asqngnmg hand ’
/ icapped students to alow power position. _ '
- Combs and Harper, (1967) have shown that cértain groups, such as
psychopathnc schizophrenic, and ccrebral palsied children, were
rated more negatively by teachers when labeled than when unlabeled.
Teachers also held lower exp&ctatlons for performance from students
labeled “culturally deprived™ or “juvenile. delinquent” (Jones, 1972).
Labels, further, often define power rt‘latmnﬂups between the labeler
. and"the lgbeled placing the lab(,led in' a Iow power pusmon

‘e

A .. Bt Y P . - o
. What Kinds of Interaction Are Hemrable? . B e 7
N . - .
When mainstreami ing begms and hand:capped students enter the regu- -
o lar classroom, nothandicapped students form an jnitial impression of
. their handicapped classmates, categonze the observable. charac-

teristics, and attach labels to the categories. The labefs of * mentally .
. retarded."” “'learming disabled,” “‘emotionally dxsmr.bed " *hearing im- \
_ pa;re_d * and so forth, have neganve connotations that carry stigmas.
. {'(rom the beginning, therefore, handicapped students: are’ pereeived .
. A somewhat negptwely, and this perception sets upa strong possxbxhty e
of rejection by nonhandmapped peers. L
P _The physical proximity between handicapped and nenhandicapped .
« . .  students, created by placing them in the same classroom, is the bégin- /
T nifig of an opportunity, but like all ugportunmes it.carries a nslg of =~
¥ ' makmg things worse as well as the possibility of making things better. o
' Phys:gal proximity does' not mean that stigmatization, stereotyping,
and rejection®of handicapped peers by.nonhandlcapped students will ~_
¥ auiomatmally gesult, or that handicapped ¢ students will automatically’
be mcluded in the peer relationships with nonhandxcapped classmates
. _ flecessary for maximum achievement and healthy social debelopment,
e - Several studies mdxcate that. placing handicapped and mmhandxcap- .
' ped students in close: physical proximity (e.g.. the same classrpom)
' may increase nonhandicapped students’ prejudice. toward and
stereotyping and rejection of their handicapped peers (Goodman Got-
" tlieb, & Harrison, 1972; Gottlieb & Budoff, 1873; Gottlieb, Cehen, & '
Goldstein, 1974; 1ano, Ayers, Heller, McGettigan, & Walker, 1974; Pan- e
da & Bartel, 1972)..On th¢ other hand, there is also evidence that plac-

" ing ; handicapped,and no handicapped students in the same classroom .
" may result in moge positive attitudes of ponhandicapped students - °
toward-their handicapped peers (Ballard, Corman, Gottlieb, & Kauf-

~.man, 1977; Higgs, 1975 Jaffe, 1966; Lapp. 1957; Sheare, 1975 Wechsler
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buatez & McFadden! 19?5)‘Thls contrgndmtory eviderictis consistent

‘wnth previous rbscarc on ethnic integration, which indicates that

whlie contact between stigmatized ang, nf.}nstlgmdtxzed students may
‘bea necessary condition for redumng prejudice and rejection, ‘it is not

A sufficient on 1Gemrd& Miller, "19%5; Harding, Proshansky, Kutner,* .

"«& Chein, 1969; Shawh 1973 Watson & ]theun 1972; Wolf & Sxmon
gy L e 1oTggsen SR
purmg the mmal mterdc.hon 'between n(mhdnd:cappod and han.
. (bc.apped classmates, futthenmorc tho nthandedpped students may
feel discomfort and show . mter;actmn strdm Siller and Chipman
© (1967), Whiteman. ‘aid Lukc)‘ff (1964), and }ones (1970) found that-

physu.ally mmhand‘r dpped persons regurted discofnfort and uncer- .

.- tainty in mto;aotmg with’ phys1%ally handu.apped peers. Kleck and his -
" assotiates provxdcd pvidence that nonhandmdpped individuals’ in:-
teracting with a physically hdndlc.dpped (as opposed to physically non-

. handicapped). ‘person: exhibited greater motoric inhibitien (Kleck
" 1968), greater physiological agpug;al (Kleck: 1966). less vafiability in.
" their behavior, terminated interaction séoner, oxpressed opinions that ,

‘were ndt rcprcsentahve of their actual beliefs, and repurted disgom-
fort in the interaction (Kle(.k Ono, & Hastorf, 1966). [n the case of a
person-said to have epilepsy, the nonhandicapped individuals main-
‘tained greater physical distance (Kleck, Buck, Goller, London, Pfeiffer.’
& Vukeevic, 1968). Jones (1970}, furthermore, found thaf nonhandicap-
ped college students who performed alearning tagk in the presence of ~
a blind confederate (as opposed to a sighted confederate) réported

- stronger beliefs that they would have performed better on-the task if «
the'blind person had not been prcscnt even when the actual perfor-
mance data indicated that the pi“esence of a blind-or sighted’ peiison’
had no sigrificant effects on the college students' achievement, The -
- discomfort many nonhandicapped students sebm to feel during initial
interaction with a handlcapped peer may add to the risk that.a
monopoh‘atlc static, and overly sxmphﬁed view of hdndlcapped peers ™
as being ‘stignfatized may .dominate relatmnshxps betwoen the two
-groups of students when handxcapped stWe maplstreamed into
the regilar classroom. ™

‘Whether, interaction. between hand'_'
" students results in a process of acceptan n is determined
. by the type of mj:‘dependence among ! ts' learning goals and

_tewards that is structured by the teacher. Within ‘any learning situa-
tion, a tédcher can structure positive goal mtérdependen‘e (d.e.,
- cooperation), negative goal -interdependence (i.e. .competition), or no -
" goal interdependence (i.e., individualistic effoits) (Johnson & ]ohnSOn

.-1975). In a cooperative learping situation, students’ goal attainment isw
+ posifively correlated 4nd students coordinate their actions to achieve '

the goal. Students can achieve their learning goal if, and only if, the -
' other students with, whom they are coopei‘ahve!y linked achievé their

" learning goal, In a competitive learning situation, studen't.s goal gttam-

3 v . ' (S ] . ¥
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ment is negatwefy correlatéd and one student can.obtain”his or her

goal only if the other students with whom he or she is competitively
linked fail to obtain their learning gqal. In an itdividualistic learning
situgti6n, the goal achievement of each Student is unrelated to the goal

attainment of others; there is no correlation among students' goal at- |

tainment. The students’ success s contingent on their own perfor-
mance- irrespective of the quahty of performance of others.

’ - r

Each Rual structure promotes a dxfferent pattern of interaction among
studen;s Aspects of student interaction important for learning
(}ohnsOn & Johnson, 1975) are accurate communication and exchange
of information, facilitation of each other's j.for‘ts to achieve, construc-
tive conflict management, peer pressures toward achievement,
decreased fear of failure, divergent thinking, acceptance and support
by peers, use of other's resources, trust, and emotional involvement in
and commitment to learning. A summary of the research. findings on
the relations between the three goal structures and these aspects of
student interaction is presented in Table 1 {for spec ific references; see
Johnson & Johnson, 1975, 1978). Cooperation provi ides opportunities
for positive interaction among students, while ‘competition promotes
cautious dnd defensive student interaction (except under very limited
conditions). When students are in &n individualistic goal structure,
they work by themselves to master the skill or knowledge assxgned
without interacting with other students. ' "

_ In the ideal classroom. all three goal structures are used ap-
propnately All stidents learn how to work cooperatively with other

* students, c&mpete for fun and enjoyment, and work autonomously.

Most of the time, however students work on instiuctional tasks within

the goal structure: that is most productive, for the type of task.and the

cognitive’and_affective outcomes desired. The teacher decides which.
goal stricture to implement within each instructional a&%\]nty The way

_in which teachers strucfure learning goals determines how students
interact with each other and with the teacher, ¥he interaction patterns, . °

i furn, determine the cognitive and affective outcomes of instruction.

' When teachers wish to promote positive interaction among students, a
‘cooperative goal strugture is used, and compehfwe and individualistic

goal structures are avoided. The obvious conclusion 'if that positive

" mainstreaming is facilitated by the cooperative interaction pattern and
. . hindered by the competition of individualism. Let us look at the pro-
. cesses of acceptance. and rejection for further clarification of thxs cong

clusion. ' s ¢ -

(S

PROCESS OF ACCEPTANCE - * - . . .

e

~ -
.

The process of acceptance (see Figure 1) begms when handicapped

- and nonhandxcapped students are placed ‘in, small, heterogeneous _

’h : '
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Goal Structures and Interpersonal
Affectmg Learnmg -
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TABLE 1

ocesses

»

Coo p;e}l::‘tion

s ¥

" . Competition

Individualism

-

" High ,iJ:er}acﬁon

K

Effective communication

Facilithtion of other's
achieyement: helping. shar-
ing, tutoring _

Peer infludnce toward

LI

. ac.hmvement

. Problem -solving confhct

managoment

ngh dwergent and nsk tak-
mg thinking .

nghtrust
High acceptance and suppm‘t

by peers

-

-I—_hgh emotional im;olve'mé’nt
" In and commitment to learn-
-ing by almost all students

LR

" High use of other 'students’ -

resources -,
lesxon of labor possnblg

Decreas_ed fear of failure

Low interaction

No, misleading, or threaten-
ing communicat io'n

Obstruction of . othcr s

. achievement

Peer mflucnce against
achievement

Win-lose conflict manage-
ment

~Low dwergcnt and risk takmg

tiinking . e
- Low trust
T . *
Low acceptance and support
* by peers -

w

High. emotienal involvement

_in and commitment to learn-’

ing by the few students who
have a chance to win

Ne use of other students’
resources

I‘answn of labar possnble -

Increased fear of fajlure -

No interaction

Neo interactiorn®

~

No intesaction

..

No interaction -
No imt¢raction .
No interaction

No interaction

No ingétaciion'

s

No interaction

No interaction -

No interaction

" No interaction

-

learmng grcups and assngned a lesson to complete as a gmup. making
. sure that all members master the assigned work, In other words; a
posnwe interdependence is'structured among students’ learning goals.
® THere is a great deal of research comparing the effects of cooperative,

' competitive, and individualistic learning (Johnson & johnson, 1975,

1978). Compared with competitive and md:vxduahstlc learning sxtua-

$"

. tion, working coopex;atxvely with peets

-

1. Cfeates a pattem of promotive mte:actxon, in which there is .
‘“‘a. more direct face to face interaction among students e
b An expectatmn that one’s peers will facxhtate one's learmng

LS

.
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e More peer . préssure toward a(.hxevemvnt and - appropriate
" classroom behavior. :
d. Mdre reciprocal. wmmumcatmn and f(‘wer dxffxculues in com-
" municating with eath other. >
e. More actual helping. tutoring, assistmg. and general fauhtatmn
‘of each other’s learning. - N
f. More open mindedness to peers and wnllmgnoss to be inf lucncod
by their ideas and information. -
_g. More positive feedback to and reinforcement of each other
h. Less hostility, both verbal and physncal expressed toward peers.

© *2 Creates perceptm and feelings of '
Y _a ngher trustiin other students, *

" b. Moré mufual concexn and friendliness fur uthor students, more
attentiveness to peers, more feelings of obligation to and respon-
sibility for classmates, and desire to&ym the respegt of other stu-
dents. :

c. ‘Stronger beliefs that ent is hkgd suppurtf'd and (.eptpa'by
other students, and that other students care abou! how much oné

interaction and psychological states which,.in turn, tend to create (a)
differentiated, dynamic, and reahsttc impressions of * handicapped .-
classmates by nonhandxcappe dents and (b) a posxtwe c&thex:s
toward others ang oneself, \’3‘

< .. Labeled handicaps lose their przmar‘y putency when a view of the

handlcapped peer as a person becomes highty differentiated, dynamic, % °
and rc.alxs}xc A dxfferentxat@l dynamxc impression._includes many

different categories; each catégory is assxggcd a weight as to its impor- _ )

“tance according to the demands of ~3ny. Specific situation, and the
weight or salience ofieach categony: chan*ges as the requirements of a
situation charige. New information concerning the handicapped peers
is admitted to one’s impressjon as it becomes.relevant. Thus, if a peer
is visually m‘{paxred this category may be noted when the group is try-
ing to read what the teacher has writteg bn the blackboard, but it will

be forgotten when the group is discussing. the materials under study.

"~ The conceptualization of the handicapped peer 'stays in a dynamic’
* state of change, open to mod:fncaticm with new information, and takes .

»

‘;mto account situational factor .

As nonhandicapped students \ closely with handi‘capped peers,
the boundaries of the handicap become clearer. While handicapped
students may-be able to hide the extent of their disability when they
are isolated, the intensive pramotive interaction under positive goal ini-

terdependence promotes a realistic.as well as dxfferemxated wew of 1he; N

! :
21 : : <

learns and warnit to help one learn. - .
d L.Qwer fear of failure and higher psychologmal safety. / '
“e. nghcr valuing of classmates.
f. Greater feelmgs of sucwss | ' - -
e Posmve goal mterdependence creates these patterns of promotwe

.
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PROCESS OF REJECTION S g X

.- context of positive goal interdependence, and the self attitudes ¢f hand-

' ) {
handicapped students and their disabilities, 1f a handicapped member it
of a learning group cannot read or speak clearly, the other members of .
the learning group become highly aware of-that fact. With the realistic |/
perception, however, there also’ comes a decrease in the primary po- /.
tency of the handicap and a decrease in the stigmatization connected ”
with the handicapped person. ' : g /’

A direct consequence of cooperative experiences is a positivg -
cathexis in which-(Deutsch..1949, 1962; Johnson & Johnson, 1975, 191‘%/
1. The positive value attached to another person’s efforts to help ('ﬁw

achieve one's goals becomes generalized to the person. ;o
2. Students positively cathect to their‘own actions aimed at achieving

the joint goal and generalize that value to themselves as pe'rs;z;‘ns.

4

v . ) . Co X
In other words, the acceptance of and liking for handicapped vars by
nonhandicapped students increase when interaction occurs ithin a

icapped students become more positive.

/
/

The process of rejection is also described in Figure 1. When handicap- .
ped students are first placed in the clasgroom they carry #social stigma
that dominates initial impressions and leads to the/ formation of
menopolistic stereotypes which are static'and .overshadow much ob-

‘served behavior. This initial tendency toward the rejection of hand-

icapped students by nonhandicapped peers is perpetuated by in-
structing students to work .alone with the purpose ok either outper-
forming their peers (competition) or meeting. a set criterion (in-
dividualistic efforts). ' :

When interaction between handicapped and-nonhandicapped ‘stu-
dents takes place within a context' of negative goal interdependence,
compared with cooperative learning activities (Johnson, 1975, 1978):

. There is a pattern of oppositional intetaction in which students
a.’ Have little face to fdace interaction.” -
- b, Expect peers to impede the achievement of their learning goals.’
c.'Face peer pressure against achievement and appropriate
classroom behavior. . - '
d. Communicate inaccurate information and, frequently misunder-
" stand each other. - ¢ ' '
e. Are closed minded to and anwilling to be influenced by peers.
- f. Give each other negative feedback. _ _ ) ‘
'g. Express verbal and physical hostility toward peers.

R Y

-2, There are perceptions and feelings of

a. Distrust for other students. -~ -
_b. Higherfear of failure and more feelings of failure. -

- foem ¢
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d. Being rejected and disliked by classmates.
oo * = : . . _
Negative goal mtcrdépendencc creates these Patterns of oppusi-

. tional, interaction and psychological states whlch in turn, create (a)

monopuhshc static, and oversimplified impressions of handicapped
classmates by nonhandicapped students, and (b) negative feelings
toward others and oneself. -

~ When. interaction between handicapped and no_nhandicappcd stu-
dents takes place within a context of no goal interdependence, stu®
dents are instructed to work on their own without interacting with
other students, with their own materials, and on goals that gre inde-
pendent from the learning goals of other students. In such a situation,

_ there is no interaction cmong students and no structured interconnec-
- tion with peers. Student independence during learning activities cre-

- v _ o e _ e
.c. Less mutual concern and. feelings of responsibility for peers, , .

ates (a) monopolistic, static; ard oversimplified impressions of hand- -

icapped -classmates by nonhandxcapped students, and (b) negative feel-
ings toward others and oneself.

Both competitive and individualistic lcarmng activities provide little

or no information abouyt hanﬂlcapped peers, thus allowmg inftial °

stereotypes to continue. What littlé information is available is likely to~
confirm existing impressions that handicapped peers are “losers.” The
boundaries of the handicap are not clarified. S

A direct consequence of competitive experiences is negative. at- -

a titudés in which (Deutsch, 1.949. 1962; fchnson_& ]()hQson. 1975, 1978):

1. The negative. value attached to a classmate's efforts to achleve ~
becomes generalized to them as peuplé (because if they “win,” you

“lose™). : .

2. Students féel negative about their own actions when they lose and

they generahze the negafive evaluation to themselves as persons.

- (In the usual classmom achievement hierarchies are relatively sta-
‘ble, leaving the majority of students to contmually expenencc
faxlure)

-
- -

situations, classmatés in competitive. situatibns are disliked and self
estéem is lower for all students except for the few “winners.” Both self

- esteem and liking for classmates are lower in individualistic than

cqoperative learning situations (]ohnson & Johnson, 1975, 1978): the
theoret xcal rationale for these fmdmgs is somewhat unclear however,

.

SELFATT!TUDES OFHANDICAPPED STUDENTS .+  °*

é
The _processes of acceptance and rejection create expectatlons for
futme interactions between handicapped and nonhandicapped. stu-
dents. The process of acceptance leads to expectations of rewarding
. -. » .. .

23

Ge‘ner&iiy, the research indicates that in comparison with cooperative
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ard enjoyable experi(j/nccs while the progess of rejection leragls to ex-
pectations of negativg experiences. These expectations, as well as the
labels and categories used in nonhandicapped students’ conceptions of .
handicapped peers, affect the self attifudes of handicapped students. =
e o The behavior of a stigmatized individual is considered deviant when
: it departs from social norms. For example, when a child labeled
retarded performs poorly on a simple intellectual task, he or she™is
hehaving correctly; but.if the child successfully completes the task, he ‘
or- she is. behaving inappropriately. The ™ social response to this e
behavior may be, "What's wrong? You re not supposed to be able to do. .
~ that” and may Jead to the extinguishing of achievement behavior,
Labels are stabilized when the handjcapped student acm;g}ﬁt&; the label
and behaves in accordance with it. The process of becoming handicap--
ped. therefore, consists of three steps: the actians: of thee child.’ the -
labeling of the actions as a handicap, and a self concept-change leading
_the child to consider himself or herself handicapped. oo
The impact of peer expectations and labels may be especially
powerful for handicapped students. Turnure and Zigler (1958) demon-
strated that tetarded childfen and children who have a history of
failure are more outer directed than are nonhandicapped children and
children who huve a history of success. This outer directedness was
demonstrated to increase thtinfluence of models on the children's
) ‘behavior. It also may increase the impact of peers’ expectations and
labels on self attitudes. - Co
When handicapped students are viewed negatively, stereotyped,
and disliked, and when nonhandicapped students expect future in-
teraction witkt them to be distasteful and unpledsant, the self attitudes
of the }lﬂndipélppt‘,d studenits may become negative. When hdndicap-
ped students are viewed by nonhandicapped peers in differentiated,
dynamic, and realistic ways and the expectations are that future in- .
teractions will be enjoyable and rewarding, the self attitudes of the
handicapped students may become positive. .~ “ _
There is correlational evidence that cooperativeness is positively re-
" lated to self esteem in students throughout clementary, “junior, and
senior high school in rural, urban, and suburban settings; competitive--
-~ ness is generally unrelated fo self esteem: and indiyi'dualistie-attitudcs
tend to be related to feelings of worthlessness and self rejoction (Johnson |
& Gunderson, 1978; Johnson & Ahigren, 1976; Johnson, Johnson, & Ander-
sbn, 1978; Johnson & Norém-Hebeisen, 1977; Norem-Hebeisen & Johnson, .
1980). There is experimental evidence indicating that cooperative leatning  ~
experiences, compared with individualistic .oncs, result in higher self
* estecm (johnson, Johnson, & Scott, 1978), that cooperative legening ex-
périences promote higher self usteem than does learning in a trad;:@al

/

“ e g

classroom (Blaney, §tephan.'Rusen.field. Arsonon, & Sikes, 1977, Geffner,
1978), and that failure in competitive sifuations promotes increaséd self
- derogation (Ames, Ames, & Felker, 1977). T :

.
- "
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) , In a series nf studies with suhukh«m junior and senior high school
- students Narem:Hebeisen and Johnson (1980} examined the re lation- ;
. ship hetween cooperative, competitive, and individuali$tic attitudes
and ways of conceptualizing one’s worth from the information that is '.
.available about pngself. Four primary ways of deriving self estdem’
" are; basic self acceptance {a heliof in the intrinsic acceptability of
- oneself). conditional self acceptance (acceplance contingent og mect.
ing external standards and-expec tations), self evaluation (n?)' s estis .
mate of how one compares with one’s peersy, and veal-ideal cor-
-gruence (correspondence between what otie thinks one is and what ’
one thinks one should be). Attitudes towardc (mp{-mtmn were found to
he re dated to basic self acceptance and pggitive self evalpation com-
pdu-d to }ch'rs atlitudes toward competitiony weee found to be related
“to conditfonal self acceptance; and m(hvndu.\hslu atlitudes were found
to bi related to basic self rejection. * *

A . ..

COOPERATI\)E\INTERACTION' AND MAiNSTxiEA'MlNG ‘

v

f.

It should be noted that at any time in the ¢ lassroom the process of re-
jection can.be replaced by the process of acceptance by structuring
eooperative interaction between handicapped and nonhandicapped
studefits, There is evidence that cooperative interaction between non-
 handivapped and handicapped students promotes acceptance and
positive attltucf('s tnwurd each other as welf as positive self attitudes.

_ Cdnsiderable tvidenge has accumulated that cogperative int(:PaxE;tion,‘
comnpgred with competitive jnteraction and indivighualistic tfforts, pro-
tes a great deal of interpersonal attractiopdmo students {Johnson
& Johnson, 1975, 1978). When students expect to cooperate with each
other and when they actually do cooperate, peers who are perceived to
be- markedly different fmi‘ oneself are liked, even if they lower th('
overall achievement of the group (D. Johnson & Johnson, 1972 8.
Johnson & Johnson, 1972). Johnson, Johnson. and Scott (1978) found
*that L(xopcr.xtw(' Icarnmg experiences, compared te mdmdlmhshc
ones, lead to a greater valuing of- ‘heterogeneity among peers and to the '
choosing of peers one has cooperated with in the past for future learn:
. . ing groups, even when these peers are less able thun other classmates.
' The results of two karge scale surveys indic ate that the more fdvum-/
_ ble students’ attitudes toward cooperation, the more positive they feal
. toward peers who are less bright and also” toward thos¢ who . are
smarter (Johnson & Ahlgren, 1976; fohnson, Johnson,-& Anderson,
1928) Attitudes toward compétition and mdwl(hmhsm are not felated |
to liking for, either set of peers. From the second through the twelfth
grades, in rural, suburban, and urban schools, tooperativeness is rel-
ated to valuing other students, no matter ‘what their uchievement levels
or mtc'llmtuul potentials seem to be. {,uupe ﬂll\f(‘n(‘ﬁa, furthermore,
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- g to and liking other students, and belie
“ students: while students competitivenegs and individualismare not re-

~ped students were mainstreamed into the regular classroom,

. . . - . . , . b b *

£

- . . . . ..

was found to be consistently refated to pogitive attitudes toward listen- -
Q/ing that one is liked by other

lated to these aftitudes. BT ) ‘
Five studies have directly compared cooperatively struct ured leArn-
ing with’ competitive and individualistic instruction when handfcap-

first. Armstrong. Johnson and Balow (1980) compared co
with individualistic instruction in language arts for 40 fifth and sixth
“grade students for 80 minufes a day for a 4 week period. Of the sample
25% (10) were males with learning disabilitips, Armstrong qnd her
colleagues founid: that the regular classroom students in the cdopera-
tive learning groups evaluated their learning ‘disabled peers as more
valuableaad smartorthan did the regular classroom students in the in-
dividualistic condition. Regular classroom students in the cooperative
condition algo believed they knew their learing disabled peers better,
chose them for friends more often, fett. that they had been more fre-
guently helped by their learning:disabled peers, and wished for thém
16 be removed from the classroom less frequently. The learning dis- |
abled students were far less isolated in the cooperative than in the in- '
dividualistic condition. ' o
.. In the second .s"'tudy,“lz second and third grade boys enrolled in
SUMmMEr swimming program were either tanght in cooperative pairs or ’
individualistically {Marting & Johnson, 1979). Three nonW!d
and three learning disabled hoys were randomly assigned towaCh con-
dition. In the coopferative condition, a nonhandicapped and a learning
disabled boy ware randomly assigned to cach pair, Observers
_recorded the number of times the nonhandicapped boys interacted
with the learning disabled students during a-15 minute free swim
period at therend of each 1 hour class. Over the 9 days of instruction, in
the individualistic condition there was only one instance of a friendly
interaction between a nonhandicapped and a learning disabled stu-
dent. In the cooperative condition, there wep;,up' to 20 daily instinces

* of friendly interaction during the free time between nonhandicapped

and learning disabled studenfts, with an average of"10 friendly interac-
tions per day. There was an average of three hostile interactions be-

tween nonhandicapped and ledarning disabled boys each day in the in-
dividualistic condition while there was an average of 8ue hostile in-

.+ teraction per day between the two types of students in the cooperative

«

.

condition. : - o
.. 'In a study of seventh graders, Cooper, Johnson, Johnson, and
Wilderson {1980) studied the relat ionships between regular classroom
students and learning disabled and emotienally disturbed students in .

““eooperative, compétitive, and individualistic science, English, and

geography classes. Each class period lasted 60 minutes and the s‘:tudy'
lasted for 15 instructional days: stydents, therefore, received 45 hours

' of instruction in eagh condition. The rescarchers found that far more

Caae o RPN



students reported helping and receiving help’from their handicapped
. peers in” the cooperative thdn dn-the other two copditions. Regular
. ' - dassroom students in the cooperative and competitive tonditions
. . chose hdndlcdppe‘d peers, for friends more frequently than did the
mmhdndmdpp(*d students in the mdxwdlmlxshc condition, ‘
in a fourth field- experiment, -the effegls of cooperative, in-
- dividualistic, and laissez faire goal structures were compared on inter-
) personal attraction between nonhandmdpped junior high school stu-
. dents and severely retapded peers (]nhmnn Ryndms johnsun
v_//%hmxdt & Haider, 1979). Students were from a public junior high school,
: ~a Catholic junior high school, and a special station school: The retarded
- stiudents were functioning at a high trainable level. Students participated
in a bowling ciass that met for 1 hour per week for ¢ weeks.” The results
indicate: that wnsxd('mbly roore: positive, supportive, and friendly interac-
tion took place‘between thé nonhandicapped and the rvt.xrdvd students in
the cooperative than in the other two conditions. ¢
In the fifth field experiment. interpersonal attraction between non- -
handicappag junior high school students and Down's syndrome stu- .
. dents from a special station -school was studied under coopergtive,
competitive, and individualistic- wndltmns (Ryndérs, Johpson,
Johnson, & Schmidt, 1980). Procedures were identical with those used
in the previeus bowling study. Considerably more positive, suppor-
tive, and friendly interaction took gld(.(*‘betwenn the twe groups of stu-
dents in the cooperative than in the other two mndltmns
Now that the process of somal judgment has been e xpl.un(‘d and the
“importance . of hcstemgeneous. cooperative grouping has been
emphasized, the question is, "How does one set up heterogeneous,
_ cooperative groups in a classoom?” For a brief summary of the
' specific strategies d(*sxgm‘d to assist the teacher, let us return to the sto-
< ry of Carl which began this chapter. ( The teacher's role n setting up
~ cboperative groups is described in more depth, in Learmng Together
and Alone, Johrison & lohnson 1975.) N

3
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STRUCIFURING LEARN INGTO INSURE INTE GRATION

Carl glance,d hyly around the classroom to see if anyone veas
watching himi, No one was, Hc- began to relax a bit. Carl was’ able
to smile back as the special educationteachet gave him an en-
wumgn’nod and left Lhe- room. . e . . s
ot How ¢an the regular classroom tm(,hor qtructure the mtnmctmns
/ Carl will have with the othér students in the Jregular (,lassruom’? The
teacher has three alternatives: . : .

~

1. The teacher can pla '(,arl in competition with tHe other students to

L sce who is best. Cofnpetition is based on students’ success being de- ’ /
S pendent on doing better than their classmates. If gne.student wins, _
Q " ) - ‘ * 27 . -‘ - _
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.+ the other, students lose. Competition among studefisis. of tourse, |

out of the question in mainstreaming as it promotes the réjection of
: low ahility students as “losers.” S0 .

2. The tehcher can have Carl and the other students work inzlividu'ully_
independent of “each -other. Carl can then work on materiat
specifically suited to his ability level. What Carl dows.will not affect
the achievement of other students and what other students do will
have no effect on Carl's achievement one way or the other. Yet such
a practice isolates Carl fmfp his nonhandicapped peers and creates
a situation in which he will he ignored or-disliked for being ‘
- Cdifferent.”” * . ; o
3. ‘The teacher can place Carl in a cooperative learning group with
several r}(m§emdicuppéﬂ peers with the assignment of completing
the lesson a8 a group, making sure thdt everyone in the group un-
derstands the material. [n cooperation, students have a vested in-
« terest in insuring that other group members learn, as the group's
. 'success depends on the achievement of all members. +{elping.
sharing, peer tutoring, and peer enc uragement and support for
learning, as well as peer acceptance an likinﬁfa‘m all hallmarks of |
_ cooperative learning experi(;nims. R '

Cooperation is the only learning structure that is consistent with the
purpose of mainstreaming. In addition, it benefits average and gifted
as well as handicapped students.

STRUCTURING LEARNING COOPERATIVELY o _\

" Carl shyly sank down into his seat, hoping the other students -
would not notice him. The regular classroom teacher announced
that all students would be assigned to math groups where they
would work together to solvé 12 story problems. Carl was
startled to hear his name called as he was assigned to a learning
group. Joining his group he studied the faces of Susan, Sam, and
Sally as they jovially assembled. . -

What do teachers do to set up heterogencots cooperative learning
groups and to insure that they operate effectively? Althpugh there is no
formula for using cooperative groups in instruction, there is a model
that_outlines the role of the teacher. T he following framework has
beel elpful tgfmany teachers in initiating coéoperation during instruc-

“tion, Each teacher should feel free to modify the plan for hisor her /~~

classrgom setting and students. The model is presented for Carl's math
lesson, but it works just as well in other subject areas. '
A ' : i o . .
e As far as possible, specify the instructiondl objectives. In the case
.of this math lesson: the objectives were to have every student master
. % ' . .
- the basic math skills needed to work the assigned problems,

»
s
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. e Select the grou p size most approprmte for the lesson, W1th young

.« - or unskilled students. the best sizc fof'the group may-be two ot three

' ' members. With older or more skilled students, larger groups-are pbssi- _ )
. ble.In Carl's classroom, the teacher selected a group of four students,

o Assign students to groups. Usually, teachers wish to maximize the
heterogeneity in the groups, although, at times, homogeneous groups
are useful. A comimon procedure is to give the class a pretest and then
assign one high student, two average students, and one low student to

' each cooperative group. This is what Carl's teacher did.
. o Arrange the classroom so that group members are close togethor
‘and the groups are as far apart as possible.

e Provide theyappropriate materials. In .the math lesson in-Carl's
class, each group was given 12 story problems, one answer sheet, and
o a checklist for each member entltled ‘How' well did T work in the

_ group taday?" ' . :

- e Explam the task and the cooperanve goal structure. For Carl's
' math graup the tagk.was to solve the story problems and to insure that
<all group members understood how to solve each one. Members indi-
_ cated their understanding by signing the group's answer sheet, (An
. alternative to the single apswer sheet is to give each student an- in-
dividual test on the material and averagé the members' scores for the—,
group's score.) The cooperative strucfure mvolves a group goal (com-

plete the assngnment) criteria for success (perfcct score is excellent, k

80% correct is good, 60% correct is poor), an awareness that all gmup _

members receive the same reward, and ap understanding of,coops‘ra- N

tlve actions to engage in while they are working together (listening '

caréfully to each other, praising eac{ other, checking to make sure

everyone undm‘stands the material). i - o

! Y

.

As Sally began to read-the first story Qroblc m thoy were to solvc
-Carl began to move his chair away from the group. He felt panic.
When Susan, Sam, and Sally turned to-him for agreement with
their answer he backed his chair further away until it hit a near-
by wall. He looked away from their expectant faces as his tears
began 1o overflow despite his best &fforts to hold them in.

The teacher quietly appeared at Carl's side and asked what
was wrong. “I don't want to°work with anybody” he gasped, "] -
want to ga back to my special classroom, to the sfudents I know!" s
- QObserving Carl's fright, the teacher suggested, “The group
needs someone to record its answers. Why don'\ypu be the
recorder for the group? Susan, Sam and Sally will reciate the

. help : . . R ‘

After Carl was. arranged in the center of the group thh answer
sheet and pencil, the teacher moved to where she could watch the -
group work. Carl clearly was taking “his responsibility . as
" recorder seriously, listening carefully fo the answers given by the :
other group members and wntmg them down as neatly as he

K
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could. Sal}y cspemally seemed skilled in axplammg how to work
the problems to Carl.
The next day, observmg Carl working in the group, the teacher
stopped nearby. Carl smiled afthe teacher and left his group tem-
. porarily. Thxs is the most fun I vg ever had in school!’
her.

- The story of Carl is true and it illustrates several important-aspects 4
of using heterogeneous cooperative groups for instruetional purposes.
_ They dre summarized in the final three aspects of the teacher's role:

 Qbserve the student interaction. Just because teachers ask stu-
dents to cooperate with each other does not mean they will always do
S0. I‘hrough'observah . teachers can spot problems students have in
working together cooperatwely

o Intervene as a consulant to help the group( s) solve its problems

. .in working together effectively, learn the interpersonal and group

skills necessary foi cooperating, and check that all its members are
learning the material. Carl's teacher helped to reduce Carl's fear of
wurkmg with nonhandicapped peers by giving him a structured role to
fulfill in the group. The next step isto teach the nenhanticapped stu-
dents helping skills so that they can explain material successfully to’
Carl. Carl, furthermore, can be trained in-various cooperative skills

.that help the group wofk even if he cannot do the academlc work as .
~quickly as his peers. .

o Evaluate the group progducts, usmg a cmtenon referenced evalua-
tion system, If a mainstreamted student such as ‘Carl is completely un-

_ -able to do the work assigned, the teacher may wish to use different ¢ri-

teria in evaluating his work, to assign less material for him to learn, to
give him different material to learn; or to use improvement scores for

~ .him. At the-end of each lesson, teachers can have students complete a _

checklnst on how well they wirked in their group, -

CDOPERATION BETWEEN CLASSROOM AND SPECL‘\L EDUCATION
TEACHERS

Successful mamstreammg requires the help and attention of both the
special education and regular classroom teachers: There is a specific
fole for each which requires cooperation to form a team in which they
coordinate efforts to ediicaté and socialize the students: The role of the

_classroom teacher is as follows: . .

' 1. anémly, to structure learmng experiences cuopcratnvely and to en-

sure that the 'small groups are heterogeneous, with handicapped
- and nonhangdicapped students in the same group. It is'the coopera-
tive goal structure that promotes positive interaction among stu-
-dents, no matter how they differ froin each other, and provides 4

supportive context within whnch integration of handncapped stu-
, dents cdn take place, T .

-
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_ 2. 'To specify a strictured role within the cooperative groups for the -
hdndmapped students. Many mainstreamed students will be fearful
“and anxious about interacting with nonhandxcapped peers. Clear -
and structured responsibilities within the small groups will allevi-
] , ate such. feelings. . '
o 3 To. train nonhandicapped (as well as handmapped) students in
N _ helping, tutoring, teaching, and sharing _skills. To werk effectively_
within a-ceoperative learning group, students must be able to help-
and teach each ather, especially when students are heterogeneous
_ s« * in ability. Many teaching skills, such as. the us¢’ of praise and’
prompting, are easily taught to studeénts.« 1
_ 4. To make the requirements for ‘the handicapped students reason-
able. Some mainstreamed students are not doing grade level work in
certain ways. This does not mean that they cannot be part of a
- cooperative learning group. There are several ways to adapt lessons -
so that students at markedly different achievement levels can par-
ticipate in the same cooperative group, such as, (a) use different cri-
teria for success for each group member, (b) vary the amount each
group member. is expected fo master,. (c) give group members
different lists, words, problems; and then use the averdge percen-
tage “worked Correc}ly as the group's score, (d) use improvement
. ~ scores for the handicapped students ratljer than _actual perfor-

mance, » ~

Undoubtedly, handxcapped students can be evaluated in other ways
that do not prevent their working with nonhandncapped peers.

5. To suppoit the positive relationships among. peers and the feelings
P of success expenenced by all students. that rcsult from participating
: </ ‘in coopérative learning experiences,

- . 6. Besides structuring hetgrogeneous, cooperative learmng groups, the
' regular classroom teacher will want to establish a collaborative

working relationship with the, special education teachers who also
"+ .work with the mainstreamed students, The special education

. . Q teachers are important resources for encouraging appropnate
* . . academic and 1nterpersonal behaviors by the mainstreamed stu-
dents.in the regular classpoom and, therefore regular classroom

. teachers should use them.

N

The role of the specnal education resource teacher on such a team is as
follows: :

£ 1 Ta consult with the classreom teacher on setting up heterogeneous
o cooperative learning groups.” Facilitate the use of, cooperative ac-:
tivities in which dandicapped and nophandicapped students are in
the same group by providing the regulai- classroom teacher with any
help that might be needed fo do so, Observe the groups
" systematically, keeping records of how the 'imandxcapped and non-- .
handicapped students mteract with each other,

.3
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_2 To teach the handu,apped students structuced roles to enact in the

smali groups Even if a student eannot read, he or she can listén
.caréfully and summarize what everyone in the group is saying; pro-
'vide 1eadersh;p, helpto keep the group's work organized, and se on.

There is always some way to facilitate a gmup s woxk no matter -
what handlcap a student may have. ' .
3. To teach the nonhandxcapped students how to assnst and hc,lp the

handicapped students. Some simple skills, such as the use of praise,
can be masfered by nonhandicapped students to improve. their

ability to work in a heterogeneous cooperative grotap. There may be .

specxfxc aspects. of a handicap that the nonhandicapped students
need to understand in order to adapt their interactions to mclude
{the mainstreamed student,

4
- 4. To consult with the classreom teacher on makmg the requirements

for the handicapped students reasonable. The regular classroom
teagher may need some help in setting up approprnate criteria and
assigning appropriate ‘work,, v

5. To support the positive relatxonshxps between handxcapped and
nonh%ndicapped students and the feelings of success experienced .

- by all students that result from parhcnpatmg in cnnperanve learning
activities, Low ability students will especially experience a great
déal more success in cooperative activities than in competmve or in-
dividualistic ones:; : . - »

~_* Although many good teachers have moved away from the pre-
. .dominatly compétitive mode of present ‘classrooms to the use of

cooperative groups, for many other teachers the use of cooperative
groups, as described in this chapter.'seems to be a departure from pre-
sent practice. Therefore a brief, “back to basics™ statement seems ad-
visable. The use:of heterogencous cooperative learning groups
benefits not only thie handicapped. students being mainstreamed but,
also, the average and gifted students.in the regular classroom (Johnson

& Iohnson 1978). The teaching pmcedures are straightforward enough . . '
. so thit any teacher can learp them. Yet the importance of cooperative
learning expgriences goes beyond the integration of handicapped stu- - ’

dents into the regular classroom and the resulting increases imfriend-
ships, -social skills, self esteem, and achievement. Cooperation is as

basie to humans as, the air we brea;he The ahxlxty of all students to-~
work cooperatively- With other people is the keystone to building andg

mamtammg stable families, careers, and friendships. Being able to~

' perform teghnical skills such'as reading and math are of little use if the ~

person cannotapply them in coopetative interaction with other people,,

« in career, fan*lily and commumty settings. The most logical way o

emphasize the use of students’ knowledge and skills within a coopera-

. tive framework, such as they will méet as mémbers; of society, is to use
" cooperative learning groups in the classroom. A very good case can be
‘made tt;}:xpport the contention that nothing is mefe basic in education,

. thaﬂ learning to work cooperatnvely with other people.

-
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. SUMMARY - o - s
The Lentxal’qucstion' in mainstreaming for the classroom teacher is.
. “How will handicapped and nenhandicapped students interact with
each Placing handncap}ed students in the regular classroom is
the b%:ginm}g of an opportunity but, like all opportunities, it carries a
risk of riaking things worse as‘well as the possibility of making things bet-
" ter. Physical, proximity of handicapped and nonhandicapped students

- - does not guarantee positive attitudes and increased acéeptance; increased

" prejudice and rejection may be the result. The crucial factor in whether a

** process of acceptance or a process of rejection occurs in the classroom is
* the kind of student interaction fostered by the teacher Althmu,h competi-

tion and individualism tend to support rejection, cooperative interactions
between handicapped and nonhandicapped students encourage the posi:-
tive social interactions that . bring- handicapped students into the

e mainstream of classroom society. It is crucial to note that structuring

K cooperative learning is not something done for the handicapped students, .
'- it is beneficial to all students. The research indicates that it encourages
~ higher achievement and more appropriate self esteem for all students dnd

more positive social interactions throughout the’ classroom.

) Cooperative ingtruction is based on a set of practical stratg,glcs that
"any teacher can master.’If does not require the classroom teacher to
“become an “expert” in special education. The model described in this

chdpte;‘ provides a natural way for regular and special education

¥

" o teachers to ‘work together as a team. .
. "\E"ﬁ K .
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Peer and Gross Age Teoching:

TR.ADH’IONAL SCHOOIJ_NG

.‘ \

Promoting Social and
Psychologlcql Development
in Mounstreom Closses

NORMAN A. SPRINTHALL
LYNNE T. BLUM

With the advent of the new mainstream leglslatmn it is net.essary to
promote a substantial educational pohcy chiange to positively imple-
ment the law. As the nation's classrooms move from exclusion to in-
clision of increasingly more diverse populations; massive shifts in
educational practice’are needed. Mainstream education and its opera-
tional translation, namely, to fhcrease the accommodative capacity ‘of
each classroom, simply will not work if it results only in small adjust-
ments to current classroom practices “By adding bits and pieces of new
information to the current classroom interactions we will simply ex-
perience one more time the qld French proverb that the more things
change the more they remain the same. In this chapter, the basic
assumption is, that the instructional capabilities of classrooms need the
equivalent of a quantum leap—a new conceptlun or a_qualitative
shift—to meet the new demands and needs for mainstream education.
Thus, the focus is on (a) new goals for education and {b) new instruc-
tional strategies; both will benefit not only recently mamstrpamed- :
chtldren but, also, all- school children. : '
. -
. - - \.

In the old and to some extent. still current view of education in the
classrcom the assumption-is that each teacher is a Toscanini or Sarah
Caldwell, that is, each teacher has the ability to orchestrgtetindividual
differences, the different needs of ~lusters of children, and the
different- demands pf the cyrericulum, Horace Mann noted over a cen-
tury .ago, “As ig‘the teacher, so is the classroom.” In this view, the
-teacher is the ajchitect for each child's entire educational experienck,

L]
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The responsibility for instruction, for the organization of curriculum
materials, ‘and for the transmission of knowledge and attitudes
o ultimately rests ift the hands of each teacher. Another way to view this
s - conception of the classroom is through the metaphor of a Charles Atlas
model: The work of each classroom rests solely and excluswely on the
shoulders of eath teacher. . :
In reality, of course, such a view does not work. Studles of
classroom interactions over the past 70 years have indicated clearly that
‘the teacher simply cannof function as the orchestrator of all learning
. activities, In most classrooms, the activities of the pupils are passive or
mindless or a series of minor routines with small point or conse-
quence, ‘Teachers tend to spend an inordinate amount of classroom’
time in directing children; 65 to 75% (estimates vary) of all classroom
talk is by the teacher. and at least two-thirds of that talk is, in the form
S of asking for short, rotelike pieces of information or giving procedural
directigns (Sprinthall, 1977). Other studies have shown' that the
_ general curriculum—the content of what is being taught in most
R classrooms—tends totbe equally pedantig, in the form of a'recitation of
' facts (Sprinthall, 1978). Clearly, not all children benefit from such
classroom interactions. I}.is also clear that when handicapped children
are brought into conventionally organized classrooms they receive an
even smaller proppox‘tfn n of actual positive teaching time than their
regular class colleagues. The McDermott and Aron study (1978) of a
classroom indicated that students in the lowest reading group (some
with learning handicaps) were interrupted for procedural as opposed -
. to pedagogical reasons almost 40 times in ane 30 minute reading ses-
" sion. These. th!drpn uhvzously were glven little chance to read

Not only do they spend txme calling on the teacher for a turn they*
also spend time watting for the teacher while she attends to some

bers of the top group whoe have interrupted the time on task
of e bottom group. Almost two-thirds of the time in the reading
jesson is spent in either getting a turn or waiting for the teacher to |
attend to-the group. (McDermott & Aron, 1878, p. 57).

As new children enter the mainstream, it is important to rethink the .
educational objectives of schboling as well as instructional techniques.
Without restructuring, mainstream education will not work-any better
than the old exclusion/ segregation/deviant status placement’model

NEW GOALS: SOCIAL AND PSYCHOLOGICAL DEVELOPMENT

Htis bec%mzng increasingly obvious that a major educational goal of .

_ ‘schoolmg should be the promotion of healthy, psychological develop- .-
% . ment, in all pupils, that is. the stimulation of each individual's psy-
- chological maturity, sense of perseral confidence, and successful in
terpérsonal development. Such goals, of course, are riot new-except

that schools traditionally have relegated psychological development to

. .

-
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N’EW INSTRUCTIONAL STRATEGIES

T
-

an inferior stalus in terms of curriculum and activities. ‘Ggner ally.
schools make policy statements on the importance pf porsonal and

Ysychological develepment but they do not provide curricular space tu‘

promote such development. It is now clear, from a series of studje
conducted during the past decade, that by neglecting these personality
domains we are shortchanging the futures of all children; success in
life, or life skills, come from or are a function of the legel of a child's
psychological maturity and his or her academie¢ achievement.

owever heretical it may sound. grade point achievement correlates
only to further grade point achievement and does not predict success .
in any of a variety of life skills after formal education. Content mastery
predicts only to further content mastery but not to successful adult per-
formance (Heath, 1977; Kohlberg, 1977, McClelland, 1973). The myth
that academic achlevem(\nt and content acquisition should be the ma-
jor objective of schooling is, of course, longstanding and a strongly
supported delusion.

The educational goal of academic achievement bc'mmt‘s more and
more like an Alice in Wonderland fantasy. Alice asked the Mock Turtle

about the regular ‘course in’'the school he had attended. * ‘Reeling and R
Writhing, of course, to begin with, the Muck Turtle replied: ‘and then the
different branches of Arithmetic—Ambition, Distraction, Uglification, and

Derision.” ."What a curious plan!’ exclaimed Alice” ( (,arr()ll, 1960.pp.
129-139). . -
Oh what a curious pl eed for schools to continue to push for a .

singular focus.on content acquisition and academic achievement in-
stecad of promoting .psychological' and social development far all
children. Stimulating a sense of interpersonal competence, the ability
to re'lale effectively to peers and to interact with them productively,
and”similar variables need special attention in educational programs.
"At the present time regular” children do not benefit from traditional
classroom curricula when benefit is defined to include psychological
‘develepment. »

Studies conducted during the past 25 years indicate that sogregatmg

" special education children into separate classes does nof yield social

benefits: Unfortunately, simply placing <hildren from pr;evmusly

. segregated classrooms into regular classrooms is not a benign activity.

A recent study by Bruininks (1978) showed that in such an instance the

regular class children develop increasingly more negative attitudes . ¥
‘toward the mainstreamed children, which means that social engineer-

ing through desegregation will not work automatxcally Indeed, bring-

ing diverse groups together without adequate educational plans more

likely will have negative effects on bolh gmups ' »

-

To create a more facxhtanve educatlonal environment, programs
should be created that will stimulate the pwchologncal as well as in-
tellectual development of children, Role takmg thedries provide in-

»
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creasing evidence that placing children or teenagers fn’ genuine role
taking situations stimulates personal growth and development. Actual -

role performance, not role playing, is indisgled. The concept, which is’

“ derived from George Herbert Mead's clas?i}work. in role taking%heg-?'
ry, urges children and adolescents t* actually participate in fully
responsible new roles (Mead, 1934). This does not mean the use of
simulation or “fames" in classrooms but, rather, real world aetivities,
e such as instru@@nal responsibility for"other children.

o <
_ F!y* idea of employing pupils as teachers js not new in itsell what is
.~ new i§ how this strategy can be emplayed f‘(!r the, benefit of all groups
in.t o classfoom. The concept is simple. Many ygg}s ago, Bloom's tax-
onomy indieagdd tha { effective learning sfrategy is for pupils to
hpply kriowledge to real werld situations. Ralph Tyler™s classic studies
> wof Yhe pm‘m@cnce of keasping in the classroom provided a rigorous ¢
' empirical basis fgrsuch claims. Inafact Tyher foundpthat pupils tradi-”
. tipqélfy forgot &'ﬁo\fcontem acquisition after 1 year and 80% after2
) $_<%=;'mq‘s_; in these classrooms, th’e'lea.r[;m\g;/qerx(:tivities were not. applied
o '-."i(‘Ty.ipr, 1933). Moge recent studies by Gartner, Kohler, and Riessman
%,97 1) and Paolitto (1976) indicajg that pupils who act as tﬁ&)fs benefit at
‘lcast as much as the pupils they tutor in terms of learning activities and.
learning outcomies. ' B '
In a series of studies @t the University of Minnesota, we have been
. able to document the posiive outcomes ofgeross age teaching
i programs. At the elementar§ school level, studies by Blum (1978},
Enright (1978), and Preuss (1976) showed the positive impacts upon _
tevelsPof psyChological maturity that accrued®when children took 21(3 L
role of teachers; studies+by Cognétta and Sprinthall (1978), Extum
(1977), and Leone (1978) indicated the positive impact on teenagers.
Essentially, in all these studies, pupils are placed in the role of teacher
~ . and then ,systcmatical}instructed in processing the experience as

.

 J

well as in {earning impprtant teaching skills. There is a significant

~ theoretical as well as émpirical justification for the use of such ac-

tivities. The benefits go both ways. For children who act as teachers,
there is an increase in their level of psychological maturity. They .

e develop” a greater sense of empathy, individuality, interpersenal

‘maturity, and persenal competence. Thus, in answer to the question,

“Do such programs rob Peter to pay Paul,” thg*answer is a clear and
emphatic "no.” The tutors themselves benefit directly, through in- '
_ creased levels of psychological maturity and leadership. For the pupils '
A ~ tutored, on the other hand, the ‘benefits are glso significant, but in a
somewhat different realm.\§ince the tutors spend more time on the
learning task because of the alount of individual attention that can be
_applied, the tutees receive moreNpractice and, under appropriate con-
ditions, can learn in a less threalemég environment. Thus, both the
child who teaches and the tutee who learns in such a cross age
program achieve significant .gains, and the teacher is no longer ex-
clusively responsible for aH of the learning activities in the classroom:

Q . | ‘ . '742 /19
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It is most important to note, however, that all the studies cited here
indicate clearly that such procedures do not work without a serious
commitment of time and supervision by the school staff. There is a ro-
mantic view that educdtion occurs simply through a magical process, a
youthful Mark Hopkins and a log. To the contrary, we have found that
weekly seminars in which both teaching techmques and discussion
‘designed to help the tutors process their own experience are an ab-
solute-necessity. Role taking in practice and a weekly seminar for tutors
are essertial, Such supervision sessions provide the time for pupils

- who are engaged in teaching to examine readings, practice new techni-

ques, discuss some of their emotional reactions. view some of their
teaching activities through the use of technology (e.g.. video and audio

. playbacks), and the like. In the curriculum guide presented in the next

section of this chapter, concrete examples are provided of activities
and processes that occur in these weekly discussion sessions with the
pupils, : :

By holding weekly supervision sessions with children andfor
adolescents who are teaching, the learnings can be affirmed. Ex-
-perience by itself does not necessarily lead to further learning. We
have found, for example, that $imply placing children or adolescents
in tutoring experiences by themselves does stimulate positive
development for either group. Why is this som seem from all
the cur talk about experience based learning and so called. action
learnin*
would praoduce positive outcomes, On theonther hand, aur stddies indi-
cate that, without the guided reflection, pupxls do not ngessarily gain

anythl_ng at all from experiential learning. In other words, witheut the X

‘opportunity to carefully reflect upon one's,own experience in a new

" and more expansive role, an individual will not necessarily develop
new understandings of self and others as a resulf of the experience. In

N

ograms that simply placing children in such activiti¢s-

fact, in one cross age teaching program, with regular pupils tutoring‘

other pupils, we found the tutoring-only program simply produced no
effects at all. The tutors showed no gains on estimates of development
(Exum, 1977). It was a case of ships passing in the night, so to speak.

-klowever in the case of children tutoring recently mainstreamed -

3& pupxks thé results were n{;gatlve that is, children who wefe in a tutor-

~fg-only granp-developed more negative attitudes toward. the

- _ matns'trcamed children and employed greater criticism in their teach-
" ing techniques when compared to their initial teaching strategies

(Blum, 1978). Perhaps the mganing of this is obvious: placing pupils in

~ difficult learning activities, such as teaching designated educable mena

tally retarded or trainable mentally retarded children, without careful
.supervision, may induce negative learning outcomes. We should bear
this finding ip mind before any‘small ot large scale cross age teaching
program: is considered for school’systems.

" A specific outline ‘of activities desxgued to help implement such a

plan follows The outlme itself, of coul:se is not prescriptive but rather

. »
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SUPER\hING TUTORS A CURRICULUM GUIDE

- of exceptionality. . p

R
5

suggestwe of the kmds of -activities and processes that may improve a_

- design for cross age or peer tutoring with recently mainstreamed
-children. The program was tested with regular elementary children

learning to tutor trainable mentally retarded children. Readers should
feel free to make ad;ustments accordmg to both grade level and/or type

e

"The’ ob}ecuves of these procedures were two fold: (a) to teach skills

and (b) to’help the tutors to process théir own experiences. To ac-.
complish these objectives each session bad the fellowing format: an in-
itial review of the previous week's skill; introduction of a new tutoring
skill: demonstration of the new skill; role. playing by the tutors of the
new skill; reflection and problem solving. Overall, the’curriculum was
divided into the two major themes of skill training and process ex-

. periencing. Since the children were to accept major responsibility for
. taking care of and mteractmg with children who- were vastly different

from themselves (in this case, previously segregated trainable men-

tally retarded students), the focus of the curriculum-at the outset was

both highly structured and concrete. There is strong theoretical sup-
port from child arid adolescent developmental theorists to suggest that”
both firm structure and concrete directions are important to mastering

‘new learning activities, especially under conditions of high anxiety. It

was clear that asking children to learn to intéract with the-handicapped
children met both conditions. As a result, the first six lessons centered
on specific techmques to be used while tutoring (based gn the.Flan; . '
ders Interaction Analysis System, see Table 1); the last four lessons
gentered on experiencing the handicapped condition. .

Beyond skill training, an attempt was made during training sessions _

to acknowledge the difficylty of befriending a handicapped peer. The

threatenmg expprience was desensitized inte a leammg opportunity.

~ An espirit de corps was-nurtured whereby it was safe to use the train-

ing session to "try on" new social behaviors and to express new.ideas.

. Thig attitude wassaccomplished through role’ taking with peers in the
-supervision group followed by a discussion session. Problem solving,
" whereby the children advised and counseled one another in alterngte

" approachesto playing with the tutees, was always mcluded The role

of the group leader (classrcom teacher) was to generate questions and
encourage the tutors to help ong another to deal with tutor-tutee
problems. Through this “experience plus reflection” approach, a sup-

_ port mechanism was created to capitalize on the overall role takmg ex-

perle.nce



"TABLE 1 '
Categories for Flanders IAteraction Analysls‘

- - Tcachcr Talk

. Indirect. I%Tuencc _— :
ey 1 Accepts feelings: accepting and clarifying the tone of the students’
' feelings in an unthreatening manner. Feelings may be positive or

negative, Prednctmg or recalling feelings are included. .

- 2. Praises or encourages: praising or encouraging student action or .
behavior. Jokes that release’tension, but not at the expense of '
another individual, nodding head: or saymg “um hm?" or “‘go on"
are included.

3. Accepts or uses students ideas: clanfymg building, or deelOpmg -

ideas suggested by a student. As teacher bnngs more of his or her
- own ideas into play, shift to #5.
TS 4. Asks questmns asking a question about content or procedum with
the intent that the student answer.
Direct [nfluence . - _

5. Lecturing: giving facts or opinions- about wntent or procedure; eX- '
prédsing his or her own ideas, asking rhetorical questions.

6. Giving directions: giving directions, commands, or orders with
which students are expected to comply. - .

7. Criticizing or justifying aythority: making statements intended to
change studentibehavior from unacceptable to acceptable pattern;
bawling someone out; stating why the teacher is doing what he or
she is doing; extreme self. reference

N

. s Student Talk

8. Response: talk by students in responée to teacher. Teacher initiates
. - the contact or solicits student statement. o
‘9. Initiatioggtalk initiated by students. If “‘calling on" student is only
" - to ‘indica%ho may talk next abserver must decide whether stu-
dent wanted to talk. :

.

~10. Silenceor cor'!fusion pauses, short periods of silencg, and periods -
of confusion in which communication cannot be understood by the
observer CL :

&

I . L. : - AR
Source: N, A. Flanders. Anolyzing teoching behavior. Reading MA: Addison-Wesley. 1970,

- .. *Inthe Blum (1878) study. the trained tutors. lhﬂW(!d dramatic and statiztically sngmh ant improve.

o " ment in their use of “model” teschorcau-gorwl (lnd:red #1. 273, 4 plus direct #g). The untrained
- , + tutors did not develop madel toaching skills: instead. thore was en Incroase in category #?—criticiz.
ing or- ;u:hfying suthority. The effe (.ls an the trainable mentally retarded tutees were difficult to
measure. There was, however. a d(x:r(mse in Category . #10. Silence/ Confusion, fur trainable men-

tally retarded students with trained tu tors. There was no chango in this category for trainable men.
tally retérded students with’ unlrame'd tutors, %

t
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Y . PART I SKILLS FOR TUTORING

Lesson 1: Orientation _— N

" Objective: To introduce the children to cach other and to underline the

importance of their roles as tutors; to discuss the similarities and

. differences between themselves and the handicapped children, and to
- model/practice some role taking-elements. .

Materials: Bl‘ackboard, blindfolds, blocks of varying shapes (i() for:
each pair of children). : s o

Plan:

1: Teacher introduces self to the children and learns everyone's name.
2 The teacher asks for a volunteer to write on the blackboard. The
 teacher describes tutoring as a very important role: the tutors may
be some of the first nonhandicapped playmates for the special class .
children. The teacher asks the tutors to think of similarities and
differences between themselves and the special class children. The
_teacher encourages them to talk about differences in physical ap-
~ pearance, slower learning ability, and immature social skills. Then, -
ildren are asked to describe the similarities. The teacher en- -
courages them to think that the special class children can learn-and
\ do have feelings. even though they act much younger than their real
‘ages. (The behavior of the special class children in this sample
could be comipared to that of preschoalers.) The teacher should ac-
cept all the:ideas expressed by the group members and try to
rephrase the statements in a supportive manner so that all can be
written on the blackboard. The teacher concludes that we all learn,
but the special children have special problems in learning:.
3. The teacher explains the role taking practice. The teéacher asks the
children to choose a partner. The concept is explained: €very meet-
. ing will hdve a practice seﬁién in' which each persqn will take turns -
.~ “acting as tutor and tutee. . T
' 4. The exercise is explained. A “practice” is introduced as a way to,

" experience what it is like not to be blind, but to have poor eye-hand
coordination. Eye-hand coordination should be explained in non-
technical language: the eyes see something and send & message to
the hands to touch. For trainable mentally retarded children, the
message from the eye to the hands may get short circuited. The
hands may not do what they should. Using a blindfold.is a way to

' ‘approximate this experience. One partner should be the tutor and
one, the‘tutee. The tutee - wears a,blindfold. The tutor can give only ™. -

[3
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. S _verbal dxrectmns to the bhndfolded tutee to build a Tower out of (-hg
* . blocks. Videotaping this exgrcise is extremely helpful.

© 5. After both dyad members: ﬁe play, the children are asked to recon-

vene. The group leader asks the followmg guestions to stimulale.

' - . . discussion:
e - ’ b v o e ’
. What was it hke to.tutor a»handxwpp(-d person using only verbal
dxrectmns?_ L

. » What was it like to try to build a tower without being able to see?
- . » - How did it feel to be given only verbal help? Was it frustrating?
S . do you have to do to give good directions to ,someone who
"has a hard time with blocks and puzzles? The teacher should en-"..
courge many idéas to alter the communicafion: speak more
~ slowly, give more verbal clues, use shorter phrases. .
o Should you give morehelp than you did? What kind ufhclp? The
teacher should encourage them to talk about “hands on" help.

-
AY

Lesson a'mmcﬁm'i Giving -~

bjectnfe To show how to glvc olear, simple vcrbal du‘u:hons accom-.
panied*by “hands’on’ help

o ' Materials: One game per dyad typxcal of thosc usc/d/wnh the trainable
mentally retarded childrfen.

LY
N

Plan: : ' : E

1. The teacher asks for a velunteer to recall the . previqus lesson's

"« cussion (that the handicapped students are learners, buton aslo
‘level, and that they have feelings). The teacher asks f?r voluniedrs

to describe the kind of directions ene must give to*a trainable men-

- tally retarded child. The teacher asks for a'volunteer to demgnstrate
and emphasize such directiong using the following technigues:

‘ ‘e Slowé talk; one or two syllable words, .

B "« Simple: useone idea at a time. S

e . Use few words, for example, i¥® me the blue block.”
-e If the special olass buddy has tl%ble.@gwe “hands on""help.

-

d wrong ways to use these

| « ‘The teacher‘should medel both correct ] o
» ~~ ' \* )

four 1achmques ‘
2. After modelmg the t.echnit']ue's with a volunteer, the children are
asked to pair up with friends and to. fole. take, using one of "the

- mes. The teacher circulates, praising @nyone loudly for using any ,

ﬁ the four-technigues, and medeling ithe appropriate behavior -




.

.‘: K \.. '4'".. . -‘. o . ‘. \

- when: necessarLThe teacl;pr tells the chnld&n to swntch roles after

3 te 5 mmutf.,s

3. After the practice, the group reconvenes. The: children-are asked the' )

followmg guestions to stimulate discussion:

0?7
¢ Did you hav‘e any advu.e for yuur tutor fur giving bottor dxr('c.-
" tions? .
o Was it casier for the tutees with good anrec.tlons?

Can you picture how this would work with yQur’ specxal clfss

buddy? NN

e Are there any pmhjems with your spenal ‘tlass buddy that the
+ group can help you with? - :

.

-

Itis rmommended that questmns be asked of specific students, rather

 than thrown out to the group in geperal. The latter tends to be received

with silence. In addition, restate all'student criticisms of each other i m a
posxtwe way, i.e., from “He told me to do too many things at onge,” to

"“So you think John could try giving one “direction at a time.” The

?d you hear your tutor gwe good dlrectmns’r‘ ‘What-did the tutor

teacher should also try to make one positive statement about every stu- .

"dent's performance and to scatter these statements throughout the dis-
cussion. '

*
‘e ) ..
¥ . : - ' .
- 0 . . H

k.

Lesso‘n'& Positive Féedback

Muter’iais: Games ﬁ*bm the special classroom.

_ - Objective: To discuss the use of praise in mcreasmg thétutee’s perfor-_
mance level and building his or her self esteem: to discuss oﬁr tech-

nigies to build the tutee’s attention spzm

-

<

-

Plan o .

“1. The teacher describes clear directions as one way of helpmg the
spema! class buddy to understand; if they are helpful, they should

make him or her.feel good about playmg with the tutor. The teacher

" _then reminds the children of how difficult it was to learn ‘when they .

- were blindfolded in the first lesson. :
2. The group brainstorms-ways that the special class buddges show
frustration, such as giving up easily or throwing tantrums. (The ex-

pression will vary, of course, with the social skill fevels of the hin-

dicapped children.) The teacher introduces the. importance of the
. tutor’s role' in encouraging the special class buddies to feel ipore
~ positive, less frustrated. The teacher asks for ideas on how to be.en-

_ couragmg. generatmg a hst of types of pl'e‘se (i.e., "very gqod etc)

]
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. - The teacher then mtroduces ene other idea: in presenting 'gamc
. maternals, the tutors should cut dewn on the amount of’game materials
so as not to confuse the child with too many stimuli. Examples arc,
give the tutee one puzzle piege at a time, keeping-all other pieces off to

* the side; do not place all the puzzle picces within the ‘child's reach,
which weould confuse him or her. If given too many stimuli, frustration
type behaviors will oceur, such as throwing pieces or grabbing several
pieces at once. A tutor principle should be suggested at this point: The
tutor should plan in advance to simplify both the communication
and game materials aecording t®the needs of the tutee. The teacher

then demonstrates this principle with a volunteer. - »
Y . ’ '

‘

~

3. The children form dyads and role play these skills with the games,
*  The teacher circulates among the dyads, again praising those who
. €ive clear directions, demonstrate praise, and simplify the games:
' 4. After both children have had a chance to take each role, the group
reconvenes. The children are asked to give feedba(.k The following
questions are suggested to encourage discussion:
e Did your tutor use any praise when you werg playing? What did
o - “he ag she say and how did it make you feel? -
[ * /e« Howdid you, as the tutor, feel when you used the praise?
« ¢ Whatdid your tutor do to simplify the game?
- e What advice cap you give your tutor for his or her praise .md
' simplifying the game?
Did your tutor give good dipections as we discussed last time?
What are ways to make directions good?
-Can you picture doing this with your special class buddy?
Are there any special problems that the group can help you with?

Lessons 4 and’ 5* Dealing with Behavmr Problems; Poor Attention to the
Play Situation .

. . . . e

k)
"« - -, Objective: To introduce the 1mportan(,c of simple directions and

. praise to build attention; to show{how to use various technigues to gam
and keep the tutee's attenhon :

. Materials: Games from the special classroom.

- Plen
1. The teacher acknowledges the behavnor problems often seen with -
the tutees. The teacher encourages a gripe session in which the
. children -can vent their own frustrations and fears. The teacher
..+ should be supportive of the tutors without disparaging the special

N T
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class children. Without structure, gripin\g- could monopolize the en-
. tire session, The teacher will have to guide the discussion so there is
. time left 4o demonstrate to the tutors that there are specific techni-.
ques they'can use to prevent many of the behavior problems. The
. teacher introduces these technigues and they are practiced. The re-
. ‘maining skills are introduced. Techniques for gaining cooperation
.are as follows: ' ' ’
®
‘ " ¢ If the tutee looks away or gazes off, the tutor should try to dis- ¢
' ' cover if the tutee finds the task too hard or simply needs clearer
directions. ‘ ‘ o o
; « ‘To aid in getting the tutee’s attention, the tutor could touch his or
- ' her arm or cheek and guide his or her hands through the motion
- of the game, ' .
.- e ltisimportant to guide the tutee’s hands, not the game parts.
" o Brainstorm about the tutor's feelings about touching 'the hands,
arms, or face of the special class kids. ’ ’
o If these tactics are successful in gaining the tutce’s coopetation, -
the“tutor should praise him or her. S

if these technigues do not work, the tutor should try changing
games. The tutor needs to be aware that, like younger children, the
special ‘class child’s attention is short; therefore, games should be
changed frequently. : : ‘ ,

If hone of these techiiques works and the tutee is acting out, the
tutor could try to continue playing the game and to let the tutee know
that it is fun. In this way, rather than pursue and attend to the

. misbehaving tutee. the tutor pursues the game. Often, the tutee” will
become+more interested in the abject’of the tutor's attention. '
If these suggestions do not work, it is time to return the tutee to
his or her class, In a crisis situation, in-which physical abusé is a
danger, the tutor should not try to cope with the tutee but should get
" the teacher. : . .
2 ) *

“ ’

' showing the correct and ipcorrect wayg of using each. '
3. The teacher should askas to ‘role play some level of
- behavior problem (i.e., gazing dff, throwing game pieces, walking.
' away_from the game, refusing to cooperate). The teacher should cir-
culate among the dyads, praise the tutors for applying the techni-.
ques, and demonstrate for the tuter who is not performing correctly..
The teacher‘should not criticize but should redirect the tutor
through demonstration. - :
4. Once the tutors have played each role, the group should reconvene.
The fqllqwih‘g guestions. are recommended to stimulate discussion:

- & 2. The teacher should demonstrate each technique with a volunteer,

- ’ A
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.+ e Did your tutor use any of the specml techniques when yuu
- - misbehaved? Which ones, and how did they work?

% e Which technique worked best? A
How would these techniques work to cut down on behavior

_ = problems.with your special class buddy? . .
ot « How do.you feel about stepping in and trying to do sumothmg
' about a problem? Are you a little afraid? ¢,

e. How do you feel about asking for help from the teacher if your
buddy starts to tantruin? (The children often say that they think
the teacher will think they are_incompetent. Brainstorm these
feelings. Explain thatteachers have supervisors to whom they go
for help and watch the thldl’(‘n s amazement at thxs mforma-
tion.)

« Are there any special problems that the group-can help you with?

* B 3

- -

Lesson 6: Never Say “No”/or Hardly Ever N

_ Objective: Ta show how to demonstrate and redirect behavior rather
- ' -than to use criticism. -

Matemafs. Games from the special class, especially those with-

- geometric shapes or color cubes

Plan: g : ' N
1. The teacher asks the children to report on the use of the techniques
in dealing with behavior problems. The teacher asks the other

children for counsel, such as, “*Can anyone help Mary think of what ~

te do?" This type of discussion will require frequent support from
the teacher along the lines of, "'1 hear you're trying new behaviors

and you're having some problems; it is hard to play with sumcone -

who hasn't yet learned to play and that's good that you keep trymg
gw ways to help.” ‘
The teacher then introduces the idea that often the speClal class
child-is not trying tix be “naughty,” he or she just has not learned
other ways of behaving: Soinstead of criticizing miistakes, the tytor

can demonstrate the correct way. The teacher models how to cor- .

. -rect behavior -with a volun¥eeY and tells the volunteer to make
i‘ . . mistakes. The teacher role plays criticism behavior as well. Here is
: - an example: Holding a red and blue block in front of Mary, say,
L - “Mary, give me the red one.” (Mary chooses blue.) "“Mary, this lS
X g _ the blue block.~Here is the red block. Now give me the red one.”

Therefore, the request is followed with a demonstration of the cor-

rect response, and then the request is réstated.
‘The teacher then says to the tutors “Can you never say no?" This ax-
jom is very appealing to the chilgiren; on the other hand,. the

- teacher should explain that. one should uSe- m_agahves when the .

L]
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- specigi class child is harming himself or herself or others or damag-

. ing property, and/or when it is impossible to gently yet firmly
. physically restrain the child. Nevertheless;. less serious mistakes
. . warrant redirection, not criticism. - '

2° ‘The children’ pair into dyads and role play while the teacher circu-
‘lates giving praise and redirecting. The teacher must model this

“never say no" behavior now and at all times throughout the '

. training. ] e :
3. After each child has taken the role of tutor and tutge, the group:
reconvenes. Following are some questions rccummen%rd to stimu-
late discussion. :
K - . ) L . . . o
- o It's very hard to never say “no.” Did you hear your tutor criticize
you?, . R
e As the tutor, how did you do trying to correct mistakes instead of
criticizing mistakes? -
e Do you think this will work with your special class friend?
e Arethereany special problems that the group can help you with?
. ’ . - ) - ) . . V
Lesson 7: Review of Techniques .
«  Objective: This lésson provides a.buffer for _fﬁrther practice in and
discussion of dealing with behavior problems, pdrticularly if lessons 4

and 5 did not provide enough time to role play the techniques. In that -

case, lesson 6 would provide this opportunity, and lesson 7 would be.
the “never say no" lesson. ' - '

-

PART Il: EXPERIENCING THE HANDICAPPING CONDITION

. - . -
& &2

| ~ Lesson 8: Language pisqbﬂity : ’ : o =
Obijective: To ‘cxperienc; how to con;municatc with one who has a
“very low level of language gmpppghension and expr_essign.
Materials: S_i_éple books. |
plan: - - o

‘ 1. The teac_:hei‘ intmcjixdes‘_the idea of trying to read to the spécial clasé
buddy when his or her levelof understanding is below that of most

. books. The teacher brainstorms various techniques the children ™

~ could ‘hsé, encouraging them to think of changing the text to “meet
" the needs of the listener." The teacher models this idea with a

A .
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S volunteer, showing how to shurten sentence,s and sxmphfy the story :
' line. :
: 2. The children form dyads and take turns reading to each other. The
. . teacher circulates among the dyads and praises those who are
" modifying the story in the book.
3. The group reconvenes. The following questlons are recommended
to stimulate discussion:
e tv .
¢ ltreally bothers a lot of peob"lc that specxal (,lass knds do not know
how to play a garte by the rules. They do not,seem to care if all
the puzzie pieces.are in the right place or they are very messy
.about it. Does that sort of bug you as a tutor?
o Does it bug anybody that you have to work very hard to change a
* —— story when you read a book to them? »
e What should you do: teach your buddy-how to play the game hy o
the rules. or change the rules so that they are easy-nnough for
- your buddy to understand?
« Any problgms since our last meeting that the group can-help you -

ﬂ\ solve? B .
. < ' -

. k]
* .o
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Lesson 8: Multiple Handitaps . .
Objective. To e pericncé"what it is like to be limited in coordiﬁmion.

Materials: An obstacle course made of some chairs and tables’
fashioned lilceg mazegs

: - Ty

‘Plan: "

1. The teacher mtroduces the idea of trying to help someone fmd his
or her way through a maze when he or she has multiple handicaps,
‘poor. understanding of Eanguage and poor vision. The teacher asks
for volunteers to acf handicapped. Then the teacher divides the
other tutors into two groups. One group is taken outside the roam.
The teacher instructs’this group to be wery vague when.they give
dxrectmns to the blindfolded persons, modeling the type of vague
“ instructions. No direction is given to the remaining tutors, The two

oups of tutors are rejoined and are ready§to 'msti‘uu the

. . Blindfolded “handicapped” tutees. .

2. The Fiitors direct the handicapped tutees through thé maze one gt a-
me The teacher says nothing and the children do not switch roles.
'3l The group teconvenes and the blindfolds are removed. The teacher
asks if anyone can guess the secret message given to ong group of
: tutors The followmg are recommended queshons for discussion:

Q o 53 :
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being guided by your tutor? If you were tutored
in the secret message group. did you notice- the

dld the different types of directions make you feel?

'Encourag the tufees to discuss their frustration at having to de-

pend upen one who is vague and confusing. A question’

“along this line is, “Try to imagine.growing up with these han;

dicaps.and wanting to go uut in the world on your own. How
would you feel?” : :
If you had to get help from other people in order to survive, what
kind of help would you want? Would you want a helper to do a lot
of things for you? Encourage the children to, talk akout helping ¢

‘handxcapped people to learn how to be independent. This

abstract concept can be‘made more concrete by discussing
specific situations, such as making a phone call alone, riding a city
bus alone, going to the store alone te buy foed. . '

- Does anyone think that his or her special class buddy will ever be

ablé to do some things for himself or herself when grown up?
What can you do now to help your buddy-to ledm how to d¢™
things for hxmself or herself?

r

e

Lesson 1& Coordination Hnndicap—Gmss Motor '

.{'\\‘

Objective: To help the children to understand what it is llke to have
such a disability.

Materials: A balance beam, a skate board, or any other equxpment re—j
quiring coordmatxon « '

Plan: : '
The teacher introduces the idea of experiencing what it feels like to
have poor balace like many of their special class buddies. The
children often ask why so many of the special class children. are so
“wobbly” and “run funny.” One concréte explanation was offered
- by & fourth grader who said, “Feet move when they get a message
from the brain telling them to. The message for those kids is all mix-
ed up.”
Once again, the teacher asks_half- the children to volunteer to be
blindfolded and the other half to act as tutors. The tutors are
directed to take ll‘;\éll‘ tutees to each piece of equipment. The func- ¢
tion of the tutors is to hold the hand of the tutee to prevent accxdents
~ The teacher says nothing. After 3to 5 mmutes the tutors sthch
roles.
‘The group reconvenes w:thout blindfolds and dxscusses the exs
perience. Some possible questions follow:

1.

e

A}
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Lesson 11: Fine Motor.Handicap

- o The teachér tells the group that no specific instruction was givén |

to the tutors in how to.be helpful. Were the tutors (-nmuragmg to

. the blindfolded tutees? _ .
How did it feel to be the handlcappod person? :
Any“questiens left untouched in the provn()us discussion Lan he
included in this discyssion. v

« [f you were pretty wobbly on your feet, do you ‘think you would
go out for sports? (Mest kids say “no.”) Has anyone noticed that
the special class buddy does not like to climb on'the jungle gym or
jump jope, but that he or she really likes to ride the swing or
wagon? (Encourage the children to_see that the first ar..tmty re-
quires balance but the second does not.)

. - = If your special class buddy shys away from these thmgs b(-( ause

of poor balance, should you force him or her to play on these
things? (Encourage the children to learn that balance can improve
to some degree with exercise and practice, and that the tutors can
bc- supportive by trying to make the equipment less threatening
by hvmg c-ncuuragmg )

-

<

Objective: To expe.rience a fine motor handicap. ~

Materials: Jackets that zip; shnrts that button pants that sndp crayons

and paper; tape.

Plan:

1. The teacher introduces the idea that many of the spoudl class kids
have a similar handicap in using their fingers as they have with
wobbly balance: The message, from the brain to the fingertips is a
tittle mixed up. Therefore, they are siower to learn how to do things,

. such gs button, snap, zip, and draw or write. To experience what it
woul like to have this impediment, the teacher wraps a volun-
teer's fingers together, leaving the thumb free. Then the teacher
demonstrates tiat many of the special class kids are most efficient
when using the pincer grasp, an early reflex. The way the children's
. hands are taped allows only a pincer grasp. = .

2.-The children whose hands are taped are given the buttoning, snap-
‘ping, zipping, and drawing to try with the tutors. The teacher says
nothing but signals time when tHe children should, swntch roles and
the other children’s hands are taped. -

3. The group reconveneg after both groups have had the opportunity
to take each role. Questions recommended to generate discussiom
fO“QW N - "~
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. How does it feel to have thxs handicap?
o Is it frustrafing to help someone who is handi apped like that?
"~ What did you find that you had to do to helpAhe tutee?
¢ Does anyone here have pretty bad handwriting? Eneourage the
children to see that some children are much better in fine motor
skills than others, that we all have strengths and weaknesses. Ask .
the children if they have any pam( ular skill they can do better or-
A - worse than someone else. __

3

Les_spn 12: What Did Ynﬁ i.eanf?

—

: Ob;ectwe To encourage discussion about the total experience. This
could be the time to administer a survey xf desired. }

Materiais; Snacks and drinks.

Plan: The teacher tells the children how much fun it hgs been to see
them grow through their experience. One technique used to-encourage

. discussion was to go around the group asking each student to complete .

. a sentence starting with a stem which the teacher makes up spon-
. taneously as each child's turn comes up. Some items are, | learned how

. I liked . .. ; I didn't like . ..: [ worriedgbout...; Now I know

~ that..... After the kids become accustomed to the game, one child can

- give another a stem, and then that child can give anothe#a stem, and so

on. ", . : : :
Often, children will produce remarkably insightful comments as

they process their overall experiences. Generalizations, such as, “You

know, in some ways we are all handicapped .. ." or "Ry helping others -

I/n learning about myself . ,." or *Those knds are people, too." Volun- -
/leered statements may not carry as much empirical weights as do

official research reports but such comments may be more genuine in- .

dicators of outcome, In either case; the evidence to support the efficacy
of cross age and peer teachmg comes from both sources—oblectwe
empm.cal ev1dence and sub)ectwe clinical data.

\.
A .
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/ IMPLICATIONS = o . ' ’ "
- Effective cross age prégrams require. two sets of role shifts. The

_ teacher needs to develop super\rlsmnﬁiechmques to give his or her
'teachmg skills away to the pupils. For the pupil-tutors, the role shift re-
quires them to move from passive to act\\ie leammg, from “student-
hoad" to a responsible helping and caring role, fromdepﬂdence to in-

~ dependence. For recently mainstreamed pupils, of course, the benefits

X
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are most cbvioug individualized attention. more time on learning.
tasks, and genuine social interaction with regular clas peers. The
change in social interaction patterns of classrooms may be by far the

" most important shzft in the entire context for all participants. Peer and

cross age caring programs inevitably changé relationship patterns. .
Isolation is reduced while interdependence is increased. Under such

. conditions all children may grow at their own pace toward pseful adult

roles, -
At a generalized level, peer and cguss age hclpmg programs can
oporatc across a variety of areas. For example, students can role take
as helpers in preschool programs, Gouze (1975) and Greenspan (1974)
both developed programs for secondary pupils as helpers in nursery
schools. In fact, in the Gouze study, some physically handicapped sec-
ondary pupils from a mainstreamed high schoool joined their “regu-
lar" pecers in supervising the nursery school children. Activities in-
cluded having the preschoolers climb in and out of a high schooler’s
wheelchair and making friends with "*a big person who has wheelsfor
legs.”” Other programs that tested this role taking appreach have in-
cluded secondary pupils as peer and cross age “counselors” (Dowell,
1971; Rustad & Rogers, 1975). The similarity across all of these efforts
is that each!program includes a balance between real experienw—the
actual role taking#-and a careful discussion or “seminar" (as the
pupnis Jike to call it) to review the past and plan for the future. On the
other hand, it is important to restate that such lear!mgs do not

* automatically accrue from experience.

Dewey (1833). indicated that experience hy.itself can be educative "
or, just as likely, miseducative. Anne Bancroft's experience in the movie
portraydl of Helen Keller's tutor is clearly qualitatively different -
from, say, washing a car. Obviously, not all experience is similar,
Learning to help and care for another human is potentially an-ex-
tremely important edugcative experience. However, and-this is the part

- of Dewey.that is and was overlooked.. exponencedfﬁy itself it.is not

enough. Dewey pointed out long ago, and all present day developmen-

‘talists agree, that careful, rigorous, hard headed analysis myst go hand in
- hand with experience. Thus, we are not advocating the equivalent of .

cafeteria style neoprogressive education. That was a light weight transla-
tion of deyelopmental education assumptions. Instead, the need is for

_systematlc examination of experxence in order to extract meaning for

growth and development, : .

- One of our high school pupxls fmm a prior study was teachmg a
heanng impaired child to “sign." We had asked her to keep a journal

" of reflections throughout the term. She also did some reading (ex-

cerpts from. Dibs, Teacher, etc., on the positive side, and Catcher in
the Rye, Nigger, etc., on the negative side); At the end of the course she

- reported that she learned to like the child and felt good about her own

growing ability as an instructor. Most of all, she noted, it was review-
ing E;Ejo—um\‘m‘afhad\the greatest impact. In retrospect, she could
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see where: she had heen wha ha had learned. and how’ she had
changed. Her journal “'was dimost like a mirror. I could look into it,
think about what I'd said, and it would reflect my thoughts back. Only.
I'd see it a little differently each time.”

‘For mainstream education tg succced, we need thoughtful and
empathic teachers and. pupllsi{ogethcr as resources. Most of all, we need
helpers who can learn from actual experience in order for all chlldren to

reflect and: grow, . .
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. Creokgng Posntnvé

Clossroom En_ ironments .

'_ RICHARD H_LIDEK

- The greatest concern with the " schools among eWucators - and the
" feneral public today, as reported by the National E

tion, Gallup Poll, Phi Delta Kappan, and many pop lar inagazines,
centers on_ unacceptable student behavior. " Reports of| violence,
destruction of property, and the assaulting of. teachers are common oc-

chrrenges in schools throughout the country, and the finger\of blames ° '

frequently is painted at the student. In order to combat this problem,
the major emphasis is directed toward. “fixing" the dlsruptwe child or |

teenager.. These efforts take the form of special programs,.classrooms, -
and schools which necessitate identifying individuals and ‘labeling -
“them. Some common .labels are “‘emotionally disturbed,” “socially

maladjusted,” “disruptive,” and ‘so on, depending on the partlcular-
locale, The “Band Aid" approach is the operation of the day; however,

tign Associa- -

(7

fixing the’kid must be approached with great caution as ths following * -

excerpt from “Weeds and Other meg Thmgs“ 1llustrates

A weed is anythmg ahve and growmg ngch yc)u do not hke .

There are no-weeds in a meadow.
. Gardens do have weeds, as do gcorn
dens; cornfields, and lawns are all ih
-+ would be an otherwise spontaneous ec
. fields, and lawns ‘we are compelled to p ‘weeds. Or, as is
- becoming more popular, to spray them with stuff that kills every-
__thing in sight, In meadows it is sometimes difficult to tell what is
a.weed and what is not, so-we are less compelled to pull the
weeds and more inclinéd to view the meadow as a place where
,_,weeds and non-weeds$ coexist, each contributing to the meadow s

: 6‘"“

onditions on what

and lawns. But gar-'-' ;

gardens, corn- -



v ' - '.' . .t
7 _ ccology. Only in imposed ecologies do \A;N'ds exist.and then only.
e by definitions basedon preconceived notmm of what the ec ulug,y
. should be like. _ '
School is kind of like that. Fhvrv are some hmgs and situations
that can be viewed as nuisances. or worse, We can call those..
"o weeds Yet they do exist. If we pull a weed, we often find another
' growing in its place in a short time. If we aflow the weeds to
. coexist with the non-weeds,: ‘we can often encich the ec ()log.,y The
'pmhlvm comes from defining ad judging we s, In any case,
.- o they must be attended to, or accepted.” ‘(Samples, Charles, &
Bdrr_thart. 1978. p. 139) . -

-4
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By way of ¢ ummsf scldom cio we find pmg,mms"'rhdt are sp(‘( ifically
doexgm'd to prevent disruptive Behavior. These programs are charac-
terized by emphasis on positive classrcom and school climates and -
- teachers who model, encourage. and reinforce ace eptable behaviorss
This is nut‘) say that many teachers do not tege h enco otrage. and rein- .
p “force acc eptable behavior: however, their efforts do not seem-to be . -
. partof a systematic and schoolwide or districtwide cffort, In dddntwq/\
< preventive approaches do not seem to be emphasized in tmu.hvr train- s
* ing programs. The efforts at such approaches that do exist are spotty :
=~ and seldom refléct a systematic ongoing plan or curriculum that is
comparable_ to academic pmgr%t wurricula. These efforts are e
\nvwvd as extras or something to includeif time permits, "and yet the .
‘greatest concern among educators as well as pdrvnts umlm* to be
- unacceptable stiient behavior,

. . .
\ - . . .

/ - . . o R

AFFECTIVE EMPHASS - .o

ik

: An effoctive preventive . pwgmm is based on a strong affective
¢ . emphasis that embodies thrge basic’compugients J&lwala

. 1. The classroomvclimate/messages we convey to children.. .
2. Merging feeling’ ortentbd and fact oriented. learning through %sws- .
sions.
- '3..Bringing feelings arid emotions, noe-ds and human behavior into the
o ievoryday curgiculum; (Glass & anfm 1973) ' *

"The emphasis of this chapter is on levels 1 and 3. Level 1 can be = ¢
described as a group reipforcement plan. Level 3 takes the form of re--
" lationship building activities. As a resultof emphasizing. levels 1and 3, L
-. ‘level 2 evolves as a natural process. The concept of affect used in thls
@j‘s : chaptf.r includes all methods and strategies that relate o the human.,
Y - . ¢lement as distinct from academic or other expectations.<Car| Rogers
described this attitude as expression of uncon ditional posmve regurd,
" or the inherent value of the human person. -

62 _-_r.
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. 'FHE KNOWLEDGE BASE ANJ THE PRACTICE DISCREPANCY

_Wide recognition is given in education, psychology; social psychology.
and philosophy to the need for programs, curricula, and instructional
m(;thuds that recognize affect and stress acceptable social behavior.

- Current dppr()dchc s. such as behavior-modification, moral education,
. and humanistic education, all have developed strategies that can have
a positive impact on bebavior. It is interesting to note that these ap-
proaches tend to direct their strategies at the r(‘guldr ¢ laeqmnm and to

" clearly support the mainstreaming concept.

* Recent research and position statements also vn}whcma‘ the need for
-effective strategies and curricula in the affective domain. Phi Delta
e Kappa Qubhsht‘d a handbook (Fox, 1974) dealing with specific ap-
, proaches to classreom climate. Rapid progress s being made in moral
‘education, values clarification, and humanistic education (Hall,
Kohlberg, Wilson, Kirschenbaum, Delattre, Ryan, & Cogdell, 1978).
Thgns‘od to instruct children du‘c‘(,tly for the dttammvnt of appropriate
. . individual and group psychosociul skills is rec eiving rapidly expand-
v ing attention (Knaus, 1974: McCauley. Hlidek. & Feinberg, 1977,
Meit.hvnhéum 1977; Rhodes, 1967). Johnson and Johnson (1975 see »
‘ also Chapter 1 of this volume) outlined both theory and prac tice: relat-)
Tas ing to the use of -heterogeneous cooperative grouping procedures in
' & classrooms and documented the positive influence on achievement,
" weven in the tradifional academic subjects, when, “cooperation”™ is
.“ achinved. chhmgthat@tre*qseeahmanmmdppma(htu dmlmg with
‘children, termed “congruent communication,” has been’ detailed by

- _ Ginott (1972),and systematic techniques for teacher interactions with .
o students based on humanistic philosophies have been outlined by
' Gordon (1974). Specific classroom reinforcement procedures were

. demonstrated by Greenwood, Hops, Delquadri, and* Guild (1974) to
_ -+ result in the lessening of distuptive behaviors by pupils.
. —~<Research by Dr. Fredric Jones has documented repeatedly that
_ teachers can reduce class dlsruptmns by 65 to 90% and significantly
» © . improve student productmty through the use -of social interaction
S skills in classrooms (Rdrdm 1978). The pasmvo effects of approval  ®
strategies on the self concepts of pupils was demonstrated by Borg,
Langer, and. Wilson (1975) in ‘2 continuing series of studies on various
" approaches to classroom managerment, .
Despite the vast amount of research data and the variety of curricula
‘made “available through the soufces just cited and others. teachers
seldom use the research data and materials designed to teach accepta-
ble belvavior and .create posntnve,loar:nmg enviropments, The neglect
can be measured in terms of classroom disturbances, lowered achieve- -

-

e g ments, and, much human suffering: Certainly, the: reasons for not using
- . preventive strategics are many and vancd teachers have related the
follong S . N
4 - . z . b . . Y
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» Extra pl.mm{\g and prepamtion are, necessary upoh initiating a
pl‘m

2. Immediate results are not as evident as with pu mvc‘/advvrswv
methods. '

© " '3, Teachers do not feel qualified or (.onfldent to vngag,p *in dff[‘(th(‘

oriented activities,. = ¢

4. Positive oriented techniques conflict with personal philosophies

- or teaching styles. ,
5. Teachers lack time buecause they are prmsurvd to'spend more time

on basics.
o 6. There is a lack of a sound philesophy and unde-rstandm;, of thv
s'-’"“ - value. of preventivé measures. ' L % :
. ' 7. Behavioral 3trategies are too mmplicatcd and require too much
' hookkeeping.

8: Disruptive behavior is the job uf‘? pnnupal (ounselm‘ OF S0C ml
, " worker. -
. 9. There is a failure to understand the nogahvv group dynamics in
‘ classrgoms that produce unacceptable behavior.
10. Acceptable behavior is expec ted: why should teachers reinforce -
children in special ways for what is the Ordmdry e,xpu,ted
- . behavior?

- . An undcrst.mdmg of group phen(_)zmvnd fs-an essential starting place
for teachers: A group of peers, whether first grade pupils or adult
pmff'ssumdls generally does not function or perform at optimal levels
"without specific planning to deal with the variety of anxieties that exist

_ within the group. Some of'these anxicties relate to a basic lack of self
confidence, fear, of failure, hesttancy to ask “dumb” _Guestions, fear'of jn-

. adequate  ac hu'wme‘nt and lack of trust ‘among group members.

These factors, along with an everriding competitiveness amiong peefs,
- create a less than conducive envirenment for learning and acceptable
behavior. Unawareness o ignorance of the inhibiting factors inherent
.in a group results in a variety of unproductive behaviors by teachers,
Orientation to group phenomena ought to he one of thp basic el(‘mc'nts
- of teacher preparation. : . : : :
A contral feature of tho two strategies that are outhm‘d in later sec-

« - tions of this chapter is the teacher's modeling of positive behaviors or,
more specxfmally, of mtcractmns with studepts_that can be charac- '
terized as more approving ‘than disapproving. The predominance of
disapproving interactions with students exhibited by teachers was dis-
" cussed by Madsen and Madsen (1974). The authors surveyed 6400
" teachers regarding their attifudes on’ mainfaining a positively oriented

classroom, that is, a classroom that is Lharacteﬁ'ﬁ'

nance of approval over disappmval 99% strongly agrve,d with the no-

tion that there should be more approval than disapproval. However.
‘when_these 6,000 teachers were observed in their own classrooms

e using thear own criteria of appmvmg be,ha\nor only 8% were more ap-

ed by the predomi- - '
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proving than disapproving. White (1975), in a study of intermediate
grade teachers, also showed that the rate of disapproval behaviors was
higher than that of approval behaviors. These findings clcarly :llus-
trate the scope of the pmblem '

- P

~ EMPHASIZING THE POSITIVE

- Certainly, the great majority of teachers have good intentions to ex-
_press more approval than disapproval, but few have developed vehi-
cles to carry out these intentions. The need clearly exists for. mechan-

isms that enable teachers to realize their good intentions, or what they
think are scund educational practxces This mechanism. must take the
+form of lesson plans or some other daily routine that will insure con-
_sistent use. The establishment of an ongoing plan is essential,
especially on those days when everything seems to be gomg sour or
when the teacher-is not feeling up to par. It is a rare person indeed who
is able to maintain a high level of approving behavior without the aid
of an established routine. The adherence fo a plan provides a very sub-
tle benefit for the teacher and class simultaneously. On those days

o when thinge seem to be going negatively or the teacher is not feeling

. well, a few moments engaged in approval as a matter of routine can in. °
stantly improve the negative atmosphere, and the teacher will feel bet-
ter.

_ ~ An example outsxde the school sjtuation tllustrates the dilemma in

o . which we find ourselves. At about age one, when infants normally’

' * begin'walking, parents express great enthusiasm, encouragement, and

reinforcementgt any or all of the infant’s efforts to take the first step. If

« the infant stuibles or falls, the parents respond with ehcouragement,

- caring, and other supportive behaviors that reward him as he develops
' the skills necessary to walk. However, if the parents were to respond

P

¢

negatively (e.g., "'Dick, you're old enobgh to walk; your brother and - -

s:ster walked at your age and all the neighbors’ kids are walking. You
" have two strong legs, etc.”), it would not be surprising to see many in-
fants not walking at the age we normally expect.

s . To emphasize dpproval behavior and the reinforcement of acceptable
- { . _-behavior, an anonymous educator, several years ago, fantasized a discus-
s sion between Alice and the Mad Hatter, which Lewis Carmll might have

* written if he were ahve today N

4, .

. Alice: _ Whe,xje I come fror’ﬁ. people study what they are not -

- . goed atin‘order to be able\t\o do what they are good
' at,

Mad Hatter:  We only 8o, around in circles in Wonderland but

~ we always tnd .up where we started, Would you -

mind explaining ydurself?

- 65
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Alice: We:il gmwn—Ups tell us to find out what we dnd

- : wrong, and never do it again.

Mad Hatter: That's odd! It seems to me that in order to find out
: about something.you have to spudy it. And when.
you study it, you should become- better at it. Why
should you want to become better at something and
. _ " then never do it again? But please continue. .

.- . Alice: Nobody ever tells ugytudythe right things we do.
: o ~ We're only supposed to learn from the wrong
~ things. But we are permntted to study the right

" things other people §0 And sometimes we're even

: _ . told to copy them:

‘Mad Hatter:  That's cheating!
Alice:’ You're quite right, Mr Hatter. 1 do live in a topsy-
_ " turvey world. It seems like I have fo do something
'y _ wrong first, in order to learn from that what not to
3 do. And then, by not doing what I'm supposed to
do, perhaps I'll be right. But I'd rather be right the
; first time, wouldn't you?

LT . . ) ’ ) )

' A suggestion and a word ‘of caution may be appropriate at this point:
"When teachers become interested in attgmpting to increase their ap-
. proval behavior, reinforce appropriate behavior, and’ encourage posi-
tive interaction among students, they frequently abandon their former
- methods of interacting an{} managing students, An abrupt change is
¢ usually frusteating and produces greater turmoil than previously ex-
" isted. A smoother transition results if the teacher maintains the former
pattern of interacting with the class and simply incorporates preven-
tive strategiés at a pace that is manageable for students and teacher

alike. Usually, as preventive efforts are established as a part of the ‘
daily routine, the necessity to rely on less than positive approaches'
stcadily decreases. Not-only do students respond more favorably to
positive approaches but, also they thrive on opportunities to feel that

they have some control within the classroom. Moving slowly is wise.

| Following is a discussion of two major approaches to the challenge

S of creating ‘positive classroom environments. First, group reinforce-
v ment plans are considered and, second attention is given to relatlon-.

’ shtp bmldmg activities.

GROUP REINF ORCEMENT PLANS -

The group remforcement strategy is based on the concept expressed in

. “Hail the Good" (Brunk, 1970)
. . If you tell Charles you like the-way he shared his book with
Ted, he will be pleased that you noticed-and will remember your
- compliment. The adds favor his repeating the behavior.because it
was followed by a positive cons’equenceH . ' '
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i you comment constructively on Dave's improved spelling—

- he got six words correct this week and only five last week—you
increase the chaflces of his working to sustain that improvement,

If you notice ot loud that Robert remembered to cross the T,

that Jan's choice of colors shows good perception and that San-

dy's science project is very ingenious, you are accenting the posi--

tive aspects of children's behaviar. To the extent that your ac-

tions communicate ‘geﬁuine appreciation for achievement -

(however small), they will operate to enhance children’s self-im-
age, foster congenial classroom atmosphere, and increase the
likelihood that desirable behavior will recur.”

It is a simple fact of life of psychology. We all look constantly
for the little cues that tell us we are good, worthy, and likeable
people. We are pleased and grateful when someone provides
such cues, We remember them. We like to be around such nice

dwople and we are ready to return the kindness with interest.

o

When we are criticized, scolded, or belittled, we feel hurt and

resentful. We become defensive, and, the impulse is to strike
~ back. Whenever possible, we will avoid people who inflict such

pein, :
We must cease the sterile efforts” to detect undesirable
behavier. We must ignore such ‘behavior as much as possible and
turn our whole attention to the detection of desirable behavior.
Nor is it enough to merely recognize good behavnox{ We must ge
out of our way to find it. Charles Madsen has said’ it well We
must “catch the child being good.”

The idea takes a little getting used to. We are so mut,h\ in the
habit of finding what is wrong, or correcting mistakes, hnd of
reacting to misbehavior that we find ignoring such matteré all but

impossible. For that is what we must do—ignore the ba and hail
the good. And there is a bonus in all of thi¢.or not only will we,

achieve happier students and better learning environments, we

ourselves will change as well. Increasingly, at each day's end, we

AN

will find a satisfaction we had almost forgotten existed. \_

Perhaps the greatest value that should be emphasized in c.onmder}ng

~ theimplementation of this strategy is the flexible possibilities it offers.

The specific' form.should be developed to fit the particular teaching -

style. The plar;,can be-effectiye whether itis mformal or expanded inte
an elaborate design. N

An informal design may be. as simple as the followmg uuthnc
. *

i

1. Begin the day with approval comyments about the class er individual

tudents for 30 to 60 seconds.*¥
z*egm dach learning activity with 30 to 60 seconds of approval
behavior.

. .
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End each learmng activity with approval comments.

w

-4, Begin and end each transition with approval relating to desired ex-

pectations.

End the morning (prior to lunch) with approval.

In the afterncon, follow a similar pattern to the morning routine.

7. For se¢ondary school students, simply translate to class period or
module. - L

8. For clementary and sccunddry school students alike. the plan or
outline must be part of a lesson plan to insure daily consistency.

o

" 9. The first seven points are a base. Modifications and adaptations to

complcmcnt teacher style are a must. -

The followmg outline presents a highly structured design for the
same purposcs as those in the informal design. In this more structured
or formal approach, careful planning and preparation are necessary.

A structured group reinforcement program provides the class as a
group with the opportunity to earn special privileges as.a result of their
efforts to attend regularly to established, agreed upon standards or
guidelines. Individual as well as group efforts are acknowledged and
the group is awarded points or tokéns: these points or tokens can be

accumulated and the total can be exchanged for a special privilege. All -

class members participaté in the special privilege.
The teacher consistently expresses approval of acceptabdg behavior
that, he or she hopes, will result in the continuation. of ‘acceptable

behavior. In' addition, students are provided with a structured incen-

tive system that ‘is designed to engage them in positive behavior and
that. establishes a norm of acceptability for individual and class
behavior,

As an aid to expanding appmval vocabulary and as a reminder, the
following list could be placed in a prominent location for us:r by both
the teacher and other partlcnpants

’

. Approval Responses

Yes . 4™ glad you're here.
Good - That's a prize of a job. |
Great You make us happy.
Neat That shows thought
Nice’ We think a lot of you. ’ -
OK. You're tops on our list,
. Fascinating Remarkably well done.
Charming’ You're very pleasant.
Commendable That shows a great deal of work.
Delightful Yes, I think you should continue.
Brilliant ‘ A good way of putting it.
Fine - I like the way, explained it. .
Uh-huh Tliat is a feather in your cap.
SN .
68 .



X

i'“(}oahead . .

~.

Pasitively .

Yeah, all right
Nifty
.@xactlyf\
Of course
~-Cool
. Likeable -
Wonderful
. Outstanding work
Correct /
Excellent
That's right
Perfect
Satisfactory
- ‘How true _
Absolutely right .
Keep going -
Good responses
How beaufiful
"Wonderful .job
* Fantallic i
. - Terrific, swell
Beautiful work *
Tasty
Marvelous
Exciing
Pleasaant

Delicious L

Fabulous
Splendid
Well-mannered
That’s clever
I'm pleased
Thank you .
Outstanding

Policiu and rrocedum :

~ Fhat was very kind of you.

« You are very friendly, b
That's an excellent goal.
Nice speaking voice.
That's a nice expression,
‘Itisa pleasure having you as a student.
That's interesting:
You make being a teacher very worthwhlle.
That's sweet of you.
Well thought out.
Show us how. +
You're doing better.
Yoau are improving.

- You're doing fine. .

You perform very well,
That's very good,
I'm so proud-of ¥ou'
I like thgt.
This is the best yet.
That’s the correct way.
That's very choice.
You de so well.
You're polite. ’ \
Thinking!
That is very imagihative,
That will be of great ben
" I appreciate your attention.

.

it to the class:

P A ad

" You catch on very quickly. p
_That was a good choice. | ,
_ My, you have a nice attitude. %
You're really trying. -

Your work is very neat. _
That was nice of you to logh her your _
You sheuld be very proudf this.

‘Very creative.

: tepe.

Congratulations.

' Follong is a rgcapitulation of the geneyal principles of the group |
reinforcement program to use in awarding points or tokens.-

» .

The Basic Purpose of the Progmm Isto Increase Deszred Behavior.

™~ "The remforcement of behavior dn this nt’éxt is intended to help’
i children to practice and learn how to be helpful to each othéer and the
. feacher. Basically, teachers reinforcathose béhaviors that they want to

- see and ignore those behaviors that they do not want to see. In this
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way. one moves toward a positive group attitude that is essential toa
Jealthy, cooperative class. i :

.Positive Interpersonal Interactions Ar® the Most Important Area of the
. Group Program. '
Reinforeing chjldren for helping, approving, encouraging. praising,
sharing, reminding, and complimenting each other, and comparable
‘behavior\, is critical*to the success of this program. The focus on
“followinf\group directions” is significant, but primarily it is a means
of social management of. the group, especially at transition times. Of.
" greater importance is the “positive interpersonal interactions™ area. It
_is likely that children who can work together and imitate or model
positive teacher and peer behavior will form and maintain a group that
' is~more responsible and self directed in classroom learning and
behavior. ' ' S

-

“The Teacher Is the Reinforeer, Negotiator, and Modefator_. in the .
Classroom; ' T

This gmup,pmgrém puts the teacher in the rolc of rewarding reinfor-

cers, observing and publicly noting desired behaviors, facilitating dis-

‘cussion of appropraite behavior, negotiating bonuses. moderating

classr6dm interaction and agtivity. and arbitrating disputes that arise.

He or she is responsible for the positive verbal management of the
- overall program. The teacher.is still the teacher: he or she does not stop
o teaching.abandon the children, or turn the class entirely over to stu-
& dent directicn and control. The teacher “catches the kids being good,”
' emphasizes_the appropriateness of helping one another, which is a
positive beﬁ?xv’ior, emphasizes that “we're positive, not perfect” (peo-
ple can have a tough day). and generally helps students to assume -
more responsibility far helping and approving one another.

' Each Child Counts as One Point.

~When a child exhibits a behavior that is reinforced. that #hild has

. earned a point for the group. The area of “following group directions

" uses a sight.count procedure in’ which those children who have

ffc}llow.cd directions are counted. The area of of “interpersonal interac-

" tions” employs intermittent reinforcement or pactial counting pro-
cedures in which the teacher awards 4 peint to the gloup as he or she
notes the occurrénce of a positive interpersonal interaction among
class members., ¢ ‘ : =

.

' Each PointEarned Is Contributed to the Enti;;_g Group.

' W}len a child earns a point, it belongs to everyone, not jusl-to the child.
“,Fhis is a total group program. E . '

.'.;..sé, .. _ o 4 . .70 - .
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All' Points Are'Awdrded for Posifive Beha‘vior

. Behavmrs by any member of the group that are in an area being rein.
ferced are those behaviors that are: desxred are positive in nature, help
the class to function riore appropriately, and are intended to"be in-
creased. This program does not focT on negative behavior.

Pmn ts Are Added and Never Taken Awa

When children earn points for the g l-tiup these points are permanently -
earned. Do not take points away fro group as a response cost (or
punishment) to an individual or the grdup. If individual children do.
not meet the expectations set for their behavior, do'not award points to
the group on their behalf. Try to award points only on behalf of those
individuals who behave as expected. :

. - Bonus Pomts.

A

: .\. .. .Bonus points are a central feature desngned to motxvate greater
o e cooperatlon The class should be clearly aware that whenever every-
o =  ..one,is ready or complying, a bonus doubling of points can be earned.
. . For example, if there are 28 pupils in the class, anid if all assignments

AL ;.-.‘i are tirned - in; 56 points could be awarded ‘The*tfass also could be
gware.tha®coercion or threats are not acceptable behavior. However,

_ positive encouragement, helping a classmatg to complete a task, or the

2. T ., positive remn‘tdmg of a friend to be ready can earn additional points.
. \

.t Gctﬁngsm-tod

S T~
-

5. . Inclu’&e students in all aspects of the planning, Establxshmg student

E ' ownership and support at the beginning is the key to the success.of the
strategy. An outline of elements to be censidered with students in-
preplanning follows:

. 1. _W.’h_ct crit::w will be established as the basis Jor the
Q " classtoe pecial privileges? For example, (a) following group
ee - directions; (b) completing assigned tasks;{c) dompleting indepen-
o - - dent work; (d) positive interpersqpal interactions; (e) appropriate -
T e conduct in out of class settings (physical éducatxon lunch, assem-
> .- = * blies) (f) smooth transitions; and (g) helpmg substitute téachers, In

N 'most cases students will suggest appropriate criteria. o
o IWays to reinforce.Teachers can do it verbally; for example, by
Y VR unting, ““Twenty-two people are ready to begin, and helped{he
e ' cl%u earn a reward" or “I noticed 10 people worked the last 30
' migutes.”. ' ' - -
. ‘3. Ways lo record and maintain an on going point total, Number line,
o beans in a-jar, slash marks, or checks on the chalkboard. Summar-
= \ . lize total earned.dmly, emphasize daily progress toward goal; use a

. 7 tow .
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visual display, including desired goal; count total points earned to

“date. ' ' o '

4. When to recognize ‘appropriate behavior. When it occurs
(éspecially for individual behaviors). teachel convenience, end of -
class period, end of teaching session, or end of day, or whenever
appropriate. R . S _

5. Ways in which points may be used. Student input is -gssential,
assuming class goal is acceptable; for example, free time, extra P.E.
time, playing secords, movie, treats. popcorn party, TV program,
field trip, playing cards; or game, o o

6. What point total is necessary to earn privilege or goal? Eslimate
reasonable potential; set total that can be reached first week. Subse-
‘quent goals can be extended two or more week?. Trial and erroror /
experie‘:e may be only guide. A

RELATIONSHIP BUILDING ACTIVITIES

The relationship building component is designed to provide students
with practice in the use of positive verbal interpersonaldnteractions,
Relating in a positive way requires pfactice and guidance, Teachers

- often expound on the virtues of politeness, friendliness, being kindto ..

cach other. sharing, consideration, and’ the like to their classes.
Usually, however, little _if any time is devoted to providing oppor-
tunities to practice orrole play these values. Without this opportunity
. for structured, positive interdction, little developmeny cccurs and stu-
‘dents continue to respond to each other in negative, put-down ways.
On the other hand, as a result of experiencing pesitive-interagtion and
providing regular oppertunities to develop pusitive habit patterns, stu-
dents’ behavior can be changed and, as a result, the students will tend
to feel better about each other. _ I
The following lessons offer one approach, The lessons are con-
- ducted, one at a time, three times a week, for approximately 30 to 45
‘minutes per session. A suggested sequence and brief description of -
sample activities follow: '
¥ ». . Filmstrip: "Warm Fuzzies." The filmstrip introduces the concep
of “fuzzies". (any positive behavior that produces good feelings) -
with a following discussion. B
2. Fuzzy Names: Pasitive descriptive names are chosen by and for

T each class member, students, and teacher (e.g.. Resourceful

* .Richard). - : _ )

3. Group Portrait: Children suggest physical features of individuals
to be drawn on a portrait of the group (e.g.. Sally' eyes).

4. Greetings -as a Fuzzy: Group members practice listening, repeat-
ing, and responding lo one another by practicing, for example,
“Good- morning" and other simple greetings.

-

n 185

[

.

-«

-



iy

AN

)
~

5. Student-Teacher Survey: Students share events and activities they

~ like and enjoy with one another and the total group. :

6. Filmstrip: “IALAC."The “I am Lovable and Capable" filmstrip is
shown and as a basis for group dxscuss}mn

7. “I'" Poster: (Ckoup makes a poster of "'I" using puzzle format. As

~ fuzzies oceur during the day at home, school, or elsewhere a sec-
tion of the “I" is colored in and completed.

8. Sharing Good Feelings: Group men ers disclose activities and

. behavnors that help them to feel good and elaborate on how and

' _why . .

9. It Takes Twe to Cooperate Dyads of students select a plcture _
from a catalogue acceptable to both to be placed under selected
categories of food, activities, or events, /

10. Let's Learn More About One Another. Dyads interview each
othér, using a structured format, to learn three new things about
one another T ff

"'11. Repeat Filmistrip “Warm Fuzzies”: Filmstrip is rep}zated with

ot

. children asked to note aspects they‘did not see last time ang-To
NUCEE decide whether the story is now more or less int®resting
. 12. More Ways to Give and Réceive Fyzzies: 1ing’of new
: ~3“-& : ways to give and get fuzzies; discussion of the mos tical ways
oo . to be tried; and suggestioris for how to earn more p ints in the
. ) o * group reinforcement program,
; [ v 13.. The Magic Box: A box containing gxfts is paSSed aroun the m_rcle,-

sand each individual gives another child a gift from the box, ex-
plaining'what it is and why they want him or her to have it. -

- . 14. What Do You Know About Me? Dyads complete writte question- .
© . npaires, then they share answers about what is known and
1 unknown about each other, ‘

*15. Brainsterming Attributes: Total class bramstorms four posmve at-
" tributes for each individual.
L . 16. Identification of Personal Attsfijutes Using Attn’butes List from
- Previous Lesson: Each individual lists at ]east three more positive
‘characteristics about himself or herself.
Attributes Sharing: Individuals share or disclose their lists of posi-
.. tive characteristics with the total group:
18. Repeat “IALAC" Fxlmstﬁp The “IALAC" f:lmstmp is repeated -
' and the ensuing discussion focuses on aspects not noted pre-
~ viously, for example, how one can help another to “climb over his
' her brick wall.”
19. First Aid to Damaged IALAC: The class role plays ways to break
" down an individual's wall and practices ways of helpmg others to
feel better about themselves.
20. Fuzzy Shower: Total class bramstorfns _positive charactensncs of
~ each classmate while he or she sits in center of circle. \

3 . The.activities are conducted ‘in a variety of waye and repeated, de-*
' pending on the group. At the conclusion of this phase; teachers are en-
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couraged to continue with various ‘discussion” sessions, including
values clarification and decnsnon ‘making sessions as pmblems arise
thmughout thc year,

- INSERVICE TEACHER EDUCAT]ON

In the St. Paul Pubhc Schools several mcthuds of inducing te¢achers to
. use group reinforcement and relationship building activiti¢s have been
"developed. Traditional after school teacher inservice training
programs, in which information and ideas are discussed, have pro-
duged less than desirable results. Teachers typically agree with the
methods and techniques presented but seldom follow through on
them; and; frequently, inservice classes for teachers become academic
" exercises that produce only negligible change in the teachers.’

' Follow up, ‘teaming, and modeling are requisite-components of an
effective inservice teacher education medel; they support and aid in
the process of internalizing the content and they improve the likeli-
hood. of teacher change. Follow. up, teaming, ;and modeling Dave
become integral parts of the gmup reinforcement and relationship’
building concepts as taught m St. Paul. Various combinations of the
three components have been “used. The teaming and modeling efforts’
- have bee speclally effective when they are used as part of teacher

' prepagaffon for mainstreaming. Teachers have been very willing to-
schedule time for the demonstrations of relationship building activities
and organizing “group reibforcement plans within their classrooms.
‘Following is an outline of precedures that have, been used successfully

_ ~vedl) xnserv\\qe teacher educatmn
f ' , L KR

P -wfi.,

o e .

’i 1 'I‘he class is axmounced in most tases, g:a a 15 minute presentatml{;
" during a faculty meeting (aides are also encouraged to attend). The
_Llass is outlined as a task oriented caiirse; teachers understand that
they will'be agked and expected to -attempt several new sﬁtegies
with their classes. E

2. The first class session consists of outlimng the group remforcemem“

pidh; discussion centers on'the mechanics of the  plan as well as on o

philosophical issues relaling to behavier managemerit {e.g.. tangible
rewards). Teachers are asked to form sma!é groups, with the task of
" outlining a specnhc plan Individuals are dgked to share their ideas,

- and suggestions from the instructors and participants' are en-
~ couraged. Teachers are expected to carry out the plans with their
classes. _ [

3, The subsequent sessions (about fwe) are devoted to askmg teachers

to discuss their plans and both the positive and negative outcomes,”’
Again, suggestions are provided by the mstructor and participants.
The relationship activities are introduced and role played during
each of the sessions. The class simply experiences the activities as
- would their students; several activihes are introduced during the re-

T




. mamé‘ng five sessions. At subsmuent sessions, teac;bers are asked

- to share their experiences with the rela'taonshxp activitios,

4. Teéachers have the option of teaming with the . inservice mstructor_
- for wprk in the teacher's-classroom; the instructor normally
‘schedules two sessions weekly; half-hour sessions are scheduled

for 3 to 4 weeks. This support has been extremely valuable to

teachers who lack the confidence to engage theu' classes in an affec- "~

tive interpersonal curriculum.

5. "As teachers begin to establish their group reinforcement plans and

carry out the relationship activities, each is asked to schedule an ap-
‘pointment with the inservice instructor to report on the spemfxcs of
* his or her group reinforcement and relationship building activities.

' 6. Four wegks after the ctlass ends the partlcxpants are asked to meet

 for a brief sharing of their experiences in using-the strategies:

What ase the results? Comments provided by a group of teachers re-
cently involved in tramtng and attempts for 1mplementatxon in their:
classrooms were as follows

[ 4‘ .
On the average, students became more responsible for themselves.
‘Students became more aware of classroom rules.

There .was a sense of pulling together for a common cause.

" Class members started to do their own housekeeping by remmdmg

- -each other about behavior. :

Behaviors and attitudes improved. . .. - -

I feel better about the tlass and myself. . a

It puts the burden on students instead of me (always) as the “bad guy.”
Students are more attentive and willing to listen to drrectron

They really get on the student who gpofs.

They seem quite pleased when I't m they have earned a pomt

- A better feeling of oooperatmn and congcern for one another ha}been

evidenced,.
Students who receive posmve comments try t0 get more of them.
I feel more relaxed with my classes.

- . Students treat each other with mere kmdness and respect

I am looking forward to having a good year,
reach our goal we will reward odrselves. _
respond better when a teacher from another class speaks to

-

- Chldren seem more enthusxastm about school
. Correct behavior is looked upon more favorably since it wrll benefxt

the group (re-estdblishing norm).

‘The children are more aware of what constitutes good betWvior,

because they practice it.
Problem-children seem to.be acting out less often they can get recogni-
tion for positive behavior.
It's &4 good way to build self esteem especnally in handlcapped
. youngsters Coa



SUMMARY . o ;

As onc attempts to understand the specific: mechanics of affective |
‘oriented, preventive oriented strategies. there is & danger of losing T
sight of the basic concept or intent, BR& strategies tend to ifcrease th;; -
¢ students' total thotivation for school and learning. The group reinfarce- -
ment plan enables the teacher to maintain a high level of dpproval inq
teractions with students. The relationship building actiyties support
the group plan in providing students and teacher with regilar opgor-, -
tunities to practice positive interactigns. ) . ' : _ )
The cumulative effect and impact on the classroom climate can be -
greatigad-offers advantages for all students. However, it is essential
» . that attention be given to making classroom climates \‘posilivc‘.‘ if
children who have special needs are to_be accommodated in regular
. classes in increasing numbers. T ) '
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Observmg Skllls-—.

‘ for Teqchers

.~

Special educatorshw}ho are respg or direct service to students

" with -educational disabilities found systematic methods of ob-

serving and recordmg relevant student behavior to be a valuable tool
for aiding their students’ learning. Application of these metheds re-

Lo FRANK H. WOOD

quires additional teacher time, which suggests that those teachers who

use them must be repaid by an increased sense of professional. compe:

~ tence and personal satisfaction. The teacher willing to commit this add-

itional time, which is greater during the initial learning peried, will find

that observation methods are easily mastered and the rewards are real.

The purposg of, this.chapter is to introduce, several methods of

systematic ﬁbservatiop and fo comment on their rélative advantages”

and disadvantages in order {0 assist beginning observers to make a

- thoughtful choice of the procedure th&t best meets their needs. EXam-
" ples are provided. Fuller discussions -of the various theorettcal

perspectives on- observation are available in Weinberg and - Wood

(1976). Baehm and Weinberg (1979} have written a brief..nontechnical °

. manual that éxpands on several of the topics mentiened here; they also
* didcuss such fssues gs reliability and validity which relaté to observa-
“tjgnas measurement, For a dxscussxorpf applications of observation to

research; see  Hersen and Barlow s (19?6) excellent beok. - \

_'\WHATISGOOD OBSERVATION? = T

. How does observahon differ from lookmg? All of us spend much of
e ‘our. wakmg hours legking. at thmgs in the world-around us; we are all,
"

'in some sense, observers. The dlfference between “lookers" and “ob-

“servers” is system. Goed" observers haﬁ/e trained themselves to watch

-~ carefully for easily- overlooked pattem's of at:thty. Not only is the.
é .

~



‘ ‘skillful observer's ability to point out important relations to the casual
loaker the basis of our scicpee, but it also provides the basis of what is
labeled fiction, and it accounts for the lasting fascination of the detec- -
tive story genre. Good scientists, good detectives, and good.teachers, - *
first of all; are careful, systematic observers. -

CRITICAL INCIDENT TECHNIQUE \
. - o . “ 8-

. Most educators' have recorded observations of “c;‘itical’_incidenté“ in
their classroom. A discussion of this procedure introduces, several im-
portant principles of good observation technique. Using the criticalin- -~ . *
sltlent procedure, _teachers describe in narrative form incidents of a .
student's behavior that %rc considered especially noteworthy., Most »
such records are of disapproved behavior; the narrative illustrates the

“student's particular problem. Ip the following, the behayior of a stu-
dent referred by his teacher as distractible and hyperactite is
described: * - - o R )

. N
During today’s math sedtwork time at 10:30 a.m., Bill'was rest-
less and distractible as qsu'al. He kept turning around in his seat
and bothering his neighbors. | had to speak to him several'times, <
. but he always started up again in a few minutes. Eventually, he
" began talking to some other childyen. When Mary refu dto pay -.
* atfention ‘toghim, be“pokéd_hm with his pencil,By:now his
i% behatior had become so out of control I had to ask him to leave -
. the room gnd sit on the bench outgide Mr. Brown's office. This
oy . sathe sort of thing goes on every day. He just won't git sfill or pay
attention!  ~ IR - . : -
o s -

As the teacher's indictment of a student whose behavior is a problem -~
for her and some of his classmates, this stgtement is useful. Asa *
systematic description of his behavior, it i§ poor. As an assessment

‘providing a basis for intervention planning, it is of little use. ‘

The atcount begins well with the record o the time of day and the
activity. However, like most critical incidents this one was written ata
T later time, so the time -of day is’only approximate. The events

' described are not related to specific times of the ‘period.
———— . T : . .

L4 . ° L
‘

. PRINCIPLE 1: Obse*gmtion data should be recorded when they are
‘ —_— cbserved. .o o o
~ PRINCIPLE 2: Observation data should be coptinuously related to -
T . the time the observed events occur.
< 4 ik .

% - SN . . .

~

Y

* If an unbiased description of a student's behavior is to be obtaihed, )
R teachers must plan in advance whc’n they vyill observe him or her and
) - Tust record contifiuous observations during tha} period, linking them -




- to the passage of time. If a teacher notes down only the times whenthe ”
student's problem behavior is at its peak, the record will be highly

" biased in fdvor of the overall judgment of him or her,
The preceding sample record fails to separate,inference from ob-
served behavior—a very common pgeblentinfervnces afe often value
- laden.«For-example, Bill is described as “restless and distractible as
usual™ and “out of control.” Despite the strong tendency to agree im-
mediately with such descriptions, they should be looked at in greater

detail. On what behavior are these statements based? Instead of a |

« description of how Bill behaves we have the teacher's evaluations of
that behavior. Furthermore, there is no basis for comparing=Bill's
behavior with that of his peers. Are they also “restless and distracti-
ble'? How much moré “restless and distractible is Bill than they are?

¢

'PRINCIPLE 3: An observation record should be based on observable
behavior. Inferences about thoughts and feelings,
which are not directly observable, and evaluative -
comments should be linked to a descaiption of the
- behavior on which they are based,

PRINCIPLE 4: Quantitative statements about whether an individual

e -+ studentgbehiaves in a particular pattern more or less

. than peerg should be referenced to observations of
peer behavior made at the same time and place.

" Would anothér observer have agreed with Bill's teacher that he is rest-
., “less and distractible? The question is hard to answer. What does the
teacher mean by “restless and distractible™? Wnuld it not help if the
terms were d( fined heforehand?

PRINCIPLE 5: Descriptions of behavior should be phrased in terms
that are well defined. These definitions should be

. . communicated along with - the descriptum of the
oo behavior. .
( . PRINCIPLE 6: Whenever pessible, more than one observer should

describe the same behavior. If this is not feasible, ob-

servers- should practice togpther or test themselves

: \ against an expert standard to avoid the inadvertent

.. _ _ intrusiol of idiosyncratic bias into their observation
' records, - e 0

Pmnupl('s 4,5, and 6 .m- %ot (asnly accomplmhpd hen the (.l‘lh(,dl‘ '
incident technigue is used. But this procedure for recording observa-. -
_tions can be a moré useful'source of information than the example if

~ Pringiples 1.2 and 3 are applied. The following shows how the sample

- . o




* . I : : - - -
~ incident mxght read if the recorduig whre made as the incident un-

* foldéd, the time intervals were noted more frequently, ‘and evaluative
terminology was avoided. '

.

10:30; Class doing Math seatwork. ’
' 10:33; Noted Bill'lookirig up jrom work, drumming with pencil
On des‘k " . . | »
. 10:35: Bill turns 90° from front and ‘leans toward ﬁlarys desk.
He turns back and looks. giown at work when 1 look at him
..~ and frown et
" 10:38: (Had been busy helping George at.frontsof réom for
. severdl minutes.) Bill has turned toward Mary again and
. : is saying something I cannot hear to her while he looks at
her paper. Mary .tries to turn her back on him and moves-
her paper over to the other side of her desk. Bill'pokes her
back weith his pencxl Mary slaps back at Bill who yells out’
that she is a b ".and he doesn't want to see h?:%p/er
, anyhow. He is standing up now, and as I move toward
him, he backs down the aisle, kicking at desks and chairs
as he goes. | point {oward the door and he opens it and
b\tks away down the hall toward Mr. Brown's officg.1 tell
him to sit on the befth and go in to explajn to Mr. Brown
why he is there: When I come out again Bill is sitting on.
the bench but will not look at me or speak to me. I tell him
he is to stay there until I come to get him. Bill turns away
‘ .. and says something I cannot hear.- N
. -10:43° Back in"lass. There is some noise and talking gomg onasl
_come .into the room but the students torn back to*thélr
work when I come in. - 'y .

[}

.

This tlme the, teacher has given an account of direct observahons of
" Bill's behavior rather than a statement primarily descriping reagtions
to that behavior. It is possible fr teachers to write such a record if they
trau%hemselves to.observe, make brief notes at the time, arid write out
a complete description of the incident as soon as possible after it occurs.
However, the fundamental problem of bias is difficult to eliminate. The .
teacher/observer has selected an incident that shews- Bil] “at his worst.”
Lt Other procedures can be used that take little if any more of the teacher's
effort apd come Gloser to satisfying all six pernples of good observatiort
practice.

3

'BEHAVIOR,‘TIME INTERVAL. AND FREQUENCY

The key vanables to consnder in planning an nbservatmn system are
the behavior patterns to be obgerved, the time interval in which they
are to be observdd, and the frequency of fheir occurrence. When ob-
serving some behavior patterns, it may also be 1mportam to bpserve
B .
¢
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their duration, that is to say, hdw léng a given occurrence lasts, but the
. specification’ of which, when, and how often will cover maost cases
with which teachers are concerned. *

It is best to begin with a very simple system. Since writing out-a nar-
rative description of behavior takes time, it should be decided in ad-
vance that all social behavier observeéd will be classified as eithet act-
ing out” or "withdrawing.” Most problem behaviors seem to cluster
: under one of these two labels. T hey are rather general terms but they
\\ _ can be defined by giving specific’ examples. For example, acting out

includes such behavior as hitting people or objects, .yelling. making
loud noises, and the like, whereas withdrawing includeés turning away
from others, not speaking when spoken to, and the like, If a teacher
decides to check a child only once a day for either kind of-behavior, the
time interval is one day: Thus, the observation record might consist of
a sheet divideq into two columns, one headed acting out behaviorand

+  the dther, withdrawing beliavior, in gchich a tally mark is entered for
‘ eath day the bahavior is oferved. Th: topetof the tallies would be the
- frequency of occurrence of the behavior. Going back to the critical in-

cident example again, it looks as if a fally mark wauld be placed in
each column to record observations of Bill'g behavior on that particu-

. lar day.
) " Now, this sysiern is very simple and hmﬁ but démonstrates all 5iX
principles and has somqpotenhal advant over the critical incident-

method. The behavior of selected peers can be observed and recorded
to provide a context for considering the relative uniqueness of Bill's R
behavior., Observatxons can be checked against those of other obser- . e
vers, thereby obtaining an estimate of inter-rater reliability.

As the system is refined some advantages are retained by breaking
down gelyéral behaviors into- more specific behaviors and intervals
, into shopter time units. Since number of behaviors multiplied by num. ¢ -
“ber of iftervals equals total possible frequency of rec Me possi- '
ble frequency totals i%pzdly increase. Suppose the ¢ or non-
occurrence of three behaviors is recorded each morning and ‘each
afternvon, or twice a day. The total number of tallies possible in- .
creases from two tq six, a small mcrease’fu be sure, but a fact to keep
in mind sipce each tally possibility presents a yes/no’ dic‘xlswn How '

~ +. many suchW®es/no decisions on the occurrence of a particylar behavior .
*  can a jeacher manage each day? 127 1007 5007 At what polntds the ip. _
. creaaﬁ number of tallies no longer. & useful refinement of the oiser
v - vation record but only additional number? . )
: - #fhere is-no definitive answer {o the question. Each new prublem to _
. . besolyed requires a recensideration of the trade off between number .
.o o kmds of behavior to be racorded and fength of the obgervation inter-
' val. As a pracfical matter, useful observation records range #om 1 to
200 possible tallies per day for a given individual. In the next sections,
the general case wnll e discussed further and several specific shser-
* vation systems fliatfhay serve as examples wxll be reviewed: ) oy

-
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VARYING THE NUMBER OF BEHAVIQR PATTERNSAND R
INTERVALS . = W o

¢~ Many lists of behavior patt'ems' are intended to be. exhaustive 'that is,
- to permit the description of all of an individual's behavior. For exam-
- ple, consider two of the better known behavior checklists: Quay and
. Peterson (1967) and Walker (1868). If they arc ‘used as intended, at
" . time intervals of from several-months to a year or more, the task of
recording ‘wbservations of an individual on a behgvior checklist is not
too difficult. But, if they are used on a daily or even weekly schedule,
the checklist include teo many descriptors of behavior to make them
attractive for teacher use. How can. the observerd task be made
simpler? N ' ;

First, the number of behavioral descriptors can be reduced. Good
candidates for elimination are asy to find. First, eliminate those
descriptors that are based on inferences from unspecified observable
behavior, for example, “moody.” “unhappy,” “depréssed.” “hostile,”
“hyperactive.”” Other groups of descriptors'which can be dreopped are
"thase that are not relevant to the problem behavior of the particular
student concerned. The task is made simpler by accepting a less.com-

. plete description. In this case, the decision about which to drop and
which to_retain must be reconsidered with each new problem. The
4 - gengral ruleis to_give up the idea of an exhaustive list of descriptors .
and th include.only those of greatest usefulness. :

There are other ways to simplify the task. It has been noted that the
actual -frequency of teacher disapproved behavior is always much
lower than the incidence of approved behavior. In as much as the
necessity of making a tally maik adds appreciably tothe time required
to make a yes/no decision, some observers record only the frequency ,
of.disapproved behavior. Thus, since more time is spent working—

\"m‘r task ' —than not workigg—*8ff task"—tallics are “made for in-
- . 'stances of off task behavior: since more time is spent “not hitting” than
' . +hitting,” a record is made of instances of hitting, The problem with  *
such asystem is that it focuses the tedcher's attention orhe student gs
a produceP of disapproved behaviorand mfy eclipse awarengss of his. }\<
or her mére typical “good” behavior. . ' a’- ' ' R
¥ ’ R -:_ - . ' v . R 7 .
‘ By eliminatigg bchavior descriptors according todone or more of
_".. .these rationales, experienced observers have d(:vulppcd,useful general -
' systems that requirc. the recording of the frequaffcy of only a small -
- number of behavicrs, Feiced, by circumstantes §o_choose only one
. .  +hchavior to be observed, and, defining it negative tosminimize the
* pumber of tallies to be redorded, a teacher could selec Lbeing “off task”
as the critical §chodY social behavior, that is.. no{ attending fo one’s
work. Off task is defined as not looking at the assigned task. Deno and:
e Mirkin (1977) suggested four critical social behaviors to observe: “off ~
Y task. tndise.” “out of place,” and .“phy_siéa:l contact.” o \ |

&
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i Besndes varying the number of be.hders‘ obscrvcd to Lhangg' the
difficulty of the observer's task, the'length of time intervals for record-

- fing can be adjusteéd to fit the ohserver's available time. As.already
noted, behavior checklists are ¢8mmonly used to summarize-obseérva-
tions made over long intervals; but they can also be usqd to cover inter-
vals of any length, In practice. however, as the intervals become as -
short as only a few secomls, a point is reached at which enly one
behavior pattern can occur within an interval. By using intervals of 2 to
3 scconds, then, an almost complete continuous record of the frequen-
cy or rate of occurrence of an observed behavior can be obtained. But
only shilled observers can maintain such a record on more than a few,

. ~behavior patterns. Usually, teachers compromise by giving up the
- possghility of such a complete redord in order to reduce cumber and

nake the task easicr, and they accept the resulting loss of some infor-

. . -mafion. How critical this loss may be can only be answered in regard

to a specific problem, . \
* Intervals of any length can be used. If data collection will continue
-+ for wecks or mnnths entering one tally for an entire daily class period
is an adequatt reo ogd for some behavior, As a general rule, intervals of
_ frdm 20 seconds to 1 minute pegmit observers to record accurately the

: __sceurrence of several koy. behaviors arfd meet most needs adequately.

. Before turning b a more detailed study of some: examples of pro-
cedures developetl for observing and recording behavior, the main
ideas in this section will be reviewed. Figure 1 shows how to-vary the
difficulty of the obser¥er’s task and the ease of recording along the . '
dimensions of inclusiveness and detail of description, .

Pullowing is a.review of some pr}az(‘durcs that vary along these dimen- |
- sions, beginning with those less difficult for the teacher/observer to '
‘use and proceding to som¢ of greater diffic ulty ‘which have ft'atur(':: :
that may recommend them for spoual uses C

— ’ . . IS

.

-

> ’ ' ) . -~ : 7 . -
ML . Camplete description Partial description ) ,
. ® T | . .
short time inmrval .- Long time-interval .

Less, Difficult.
for QObserver

* Muore Difficuly
fur ()hst.rv'r.r ony“lx'h(wmr cate- Few behavior -cato-
R S A gories . . . gories
. ‘ C e ) T -
RO Fregnent oceurrences Rare oceurrences  »
< T . @ ) L .
- S L . o . .

FIGURE 1 Dimensxons of lnclnsivenes nd Detail of Description in the
Observatlon and Recording of Behaviors. 3 -
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THE BEHAVIORAL os(i-:‘c:'r‘lvss-ssqusncas 2

vd

As mentioned previdusly, a bishavior checklist may be regmded s an
extensive list of behavar patterns that is completed by an ob rver-as
a summary record at the‘end,of a relatively long period.of ojservation.

Such a checklist can bé-.completed pfore frequently, dai
N .but it is extensive and mclud@g;:(y’:att ns that are ri' zm‘portant in
an. individual case, thus making.it impragti fan paring the
list down to a handful of behavior patte ns ;o flt each individual, s

there some way to make it more managea le? The followmg strategy
_ has been used suctessfully. .-

L]

1. Develop a list of sccial and academic behavior patterns.
2. Arrange the items in an order basedon a typlcal sequence of human
 development or a logical task hiefarchy: in eithér case the list will
* move from basic.or-sifple behavior patterns to more complex pat-
" terns that incorporate additional elenients.
' 3, Sfart at the beginning of the list and check off the behawor ‘patterns
~ you observe pejformed by the studént you are rating. Eventually,
. you will reach a point on the list where the listed behaviors are not
- being demonstrated by the student. ' \Q N
" 4. Choose the fifst five or six-missing bahavior patterns as obje™ves
for instruction and maintain a daily summary record of their perfor-
mance by the student, only periodically checking his or her skills
agar_pst the entire list. ] -

o " This procedure has the wark reducing advantages of a relatively

long time_interval (school day or class period) and relatively few

- behayior (.ategones to be attended. to at any one time while it retains

: the potential of an exliaustive description of desirable behav;or shown

by the student observed.

. “#%% . Such a procedure was developed by Braaten (1979), fom use with
‘severely disturbed adolescents in a school setting. Braaten's list. in.
cludes behavior patterns that are grouped into five general categori
behavior, communication, socialization, academics, and- cuunselmg
(see Flgurp 2). Teachers and their assistants move down each list dur-
ing the initial assessment, checking those behavior patterns they have
observed performed appropriately by the student 90% of the time. In-

v - struction is then directed toward student mast&y of a target group of
- six behavior patterns in each category. Each afternoon, after the stu-

_,, dents have gone home, the jeachewassistant team discusses their .

_ * behavior and makes a daily Técord of whether a specific behavioral '
" objective was shown “always," “'sometimes,”" or "never” by a given
student. When mastery is shown for a sufficiént period of time, the

— " mastered behavior is checkeM off his or her list and attention turns to

the next missing behavior pattern. Thus, teachers observe and record.

the occurrence/nonoccurrence of approximately 30 behavnor patterns
for each student during each one day intérval. Braaten and his staff

‘ oo Yy ./
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Y Hcigh (43): To accept and use support from mainstream tesources {demon-

P Middle (35}: To work indépendently on tasks fo_} periods of 30 to 40 minutes.
. . ! F ." co .

FIGURE 2: Illustrative Low. M!ddle. and High Level Ob]ectiveo from the
Behlvioul Objectim Sequence (Braaten, 1877).

Behavior Aru'- (45 Objectives):

Low (3): #o appear alert and able to focus on activities (not axessively
' - tired, under the influence of drugs. or excesswely hyper)

{ Middle (32): To maintain self control and comply with established proceduros
in groupsituations (given classroom structure and verbal suppo
. by teacher: demonstrates abilify’to routinely work in a.group\
(Compare to DTORF behavwr goal B- 19)

strate ability to function’ smcessfully mdependent of port”
from the outreach staff) _ . -

\ -

4

¥

y

Communication Ares (42 Ob]ectlves)' - .

‘Low (3): o To respord appmpnately to greetings.and farewells from adults
. and peers w.lthout obscenities. put-downs,-ignoring. etc.

Middle (28): . To spantaneously parhcnpate in group dlSCUSSl()l‘lS.
A i .

High (41). »~ ~To verbalize desire and plans for returning to the mainstream.

¢ )
o <

Sociallntion Aru (46 Dbiectiveg

ng (3% . To engage in organized solitary entertainment such as puthng
: ‘ together puzzle, listen te music, etc.. with direction from teachers
if necessary (Compare to DTORF socxahzatlon goal S-3). -

-

~

PO
‘Middle (34): To respond appropriately to posnlxe pe(.; pressure,

L

High (48); To spantaneous)y respond appropr(atedy o negatwe ‘peer

pressure. { . -
. - ‘ .
| Academics Area (48 Ob]ectiveo) S PR ‘
Low (1) To aljempt acade_mxc tasks assigned. with help,if needed.

High (46)  To complete all askigned tasks.

- _ _ (cortiniued on next page)

Ay
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'Figniézteoiﬁnued)' | : C R ,

‘Counseling Area (49 Obiectives):
A Low (1) Jo attend scheduled sessions.
o | Middle (35): Te demonstrate ability to handle not getting his or her own way

by verbally acknowledging the fact and conforming to the deci-
sion. _ ' .

1

High (44): To initiate goal setting for self”

2

- -

found that this procedure provides an important data base for their
program. both guiding instruction’ and permitting: eyaluation of
program efféctiveness. ' o .
Braaten’s procedure was developed during his adaptation of an
early version of the Developmental Therapy Objectives Rating Form ,
. (Woed and colleagues, 1975) to the characteristics of a specific group
of students’ and his program plan. Similar general lists have been
developed by Hewett and Taylor (in press)-and Stephens (1975). Such
. lists are often used with intervals longer than a.single day: however,
o Braaten's procedure seems-best suited to providing the kind of obser- -
vation data that are needed by teachers of students with special needs. .

- FOUR CATEGORIES OF TEACHER CONCERN
~ " Deno and Mirkin (1977) illustrated another approach to developing a
procedurg that provides useful information to the teacher without re-’
quiring excessive time. Based on their, experiences as consultants -to
tesichers working with special students, they selected a group of only
four social behavior patterns that “fairly represent the ‘categories of
.concern’ for most classroom teachers™ (p. 101). As already mentioned,
. Deno and Mirkin defined the four negative patterns to make the recording
of frequency of cccurtence less difficult: “noise,” “out of place.” -
-physical contact,” and “off task.”” They suggested that the target stu- -
\ dent be observed initially 1010 30 minutes each day for 5 to 7 days and, .
thereafter, as frequently as possible. The four categories are defined

as follows:” ' - S "

1.- Noise: Any sounds created by the child-which distract either
-another student or the teacher from the business at hand, The
noise may-be generated vocally (including “talk outs" or unin- : .

telligible sounds) or nonvocally (“tapping @ pencil” or ‘snap-
" ping fingers"), . ‘ '
. 2. Out of place: Any movement beyond the either explicitly or
. ~ implicitly defined boundaries jn which the child is al‘luwed
! Q . T . : o . ¢

I
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move ent If the child is seated at his desk, then movement of.
‘any sort out of the seat is “‘out of place.” :

3. Physxi\al contact or destruction: Any contact wnth another

. person or another person's property which is unacceptable to
that petson. Kicking, hitting, pyshing, tearing, breaking, tak- .
ing. are categorized as physical dontact or destruction,

4. Off task; Any movement off a prescribed activity which does

- " not fall into one of- the three previously' defined categories.
*Looking around.” “staring into space.” “doodling,” or any ob-
servahle movement off the task at hand is included. (Deno &
. Mirkin, 1977, pp 101-102) R
\

&mme teachers may find they can make such a record while teaching
or carrying out othér academic tasks. Most will find they will need the
assistance of an aide, the principal, or a schodl psychologist. Deno and
Mirkin suggestéd that this procedure be used to help spot critical areas
of problem social bghavior. More specific pinpointing of behavnor pat-
terns for change would then follow. ’

Deno and Mirkin suggested recording behavigr continuously, that is,
noting each occurrence of one form of the behaviors, Anyone wishing
to make this system.less difficalf to use could specify observation in-
tervals of 1 minute or 30 seconds. Thie record would then consist of the
number of intervals in which the behavior pattern was observed to oc-
cur, a number that usually will be less than the actual frequency of oc- .
currences. For example, -

+Minutes ] st 2nd ard | 4th 5th | Total
~ Continuous record | // ¥ I - /- 7
Interval .record / A Rl N DR

-

. The observer’ s'task is casier whcn a longer interval is used. but details -

are lost

THE PUPIL OBSERVATION SCHEDULE .

a

Px‘e\nously, in this chapter‘ the desn‘dbxlity of limiting the éctual obser-- |

‘vation record to observable behavior while leaving .inferential and

valumg stalements to a discussion section of the record or adding them
as mmmentary was-stressed. The thoughtful reader will have noted
that evaluative terms tend to creep into checklists and hehavior pattern

" déscriptions such as those mentioned. “Noise,” in the Deno/Mirkin
- category system, is “sounds-which distract . ..."” (p. 101). “Physical-

contact or destruction” is “contact which is unucceptab)e” (p. 102):
Intepretatlon of the terms underlined requires a value )udgmcnt by the ob-

" server.
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Recotds'of the ifcidence of behavior patierns to which such inferen..

tial judgments have been applied should always be somewhat suspect:

because any inferénce reduces interobserver reliability; that is, two

balization was "positive” or “degative” in intent.” o

" The Pupil Obsérvation;Schedule (POS), a procedure developed by
this author (Wood, 1873), has several categories that require observers
to infer whether a student's intent is positive or negative. The POS per- .
mits recording the occurrence of 13 categories of student behavior by’
30 sgcond intervals. The observer makes a check mark in the cell for
each .30 seconds whenever a behavior pattern dceurs one or more
times during that interval. This method results in some loss of data, as
illustrated previously, but after several observation sessions a satisfac-
torily complete picfure of student behavior can be obtained. With this
type of system, it is:customary to summarize the observations as per-
centagas (number of intervals in whicha behavior was observed <o oc-
cur/tatal number of intervals in the observation session), The percen-
tages have been calculated on the illustrative POS form (see Figure 3)

-which shows the record for'a 10 minute observation seesion of twenty

30 second intervals. 4 . . .. o
The-irst fgur categories of behavior.recorded on the POS can be ob-
jectively defined: “on task,"" “at place., "object noise,” and. “vocal

. noise," (Off Task" is included so that the observer always,will have

to mark & student as “on" or “off task," thus marking off ah interval
even if no other activity is observed.) “Nonresponse” @ra behavior in-
itiatéd by another is also a category that requires little inference from
an observer, But “self initiated verbalization," “fesponding verbaliza-

. observers usually will agree about the times they hear a student speak
" 1o a clissmate but sometimes will disagree about whether the ver-

tion" “'gesture,” and “physical contact” must be judged either  posi- -

tive" or “negative” in intent, Some objectivity of ?rgcor‘ﬂing has, been
sacrificed in the interest of making the record more useful. gd
Skill in the use of the POS takes only a little practice. The procédure
requires the observer.to be free of other responsibilities, however. It
has been used successfully by resource dr consulting teachers as part
of their assessments of problem behavior in regulai classrooma (Rar-

~din, 1978). Rardin supplemented the pupil categories by adding five
categorids of teacher behavior; control, organize, discuss, demorfstrate, .
* -and describe. She also provided space for recording if the Yeacher at:_

tends positively, negatively, or not at all to the target student during
each interval, & L L
. Teachers-seem to find the information recorded on the POS and’

" similar schedule useful in helping them to think about stritegies fof
“nanaging probleny behavior. DT Y
- The POS provides a more complete'and continuoyg record of ob--

sarved behavior than the Behavioral Objectives Sequence, but in itdelf _

‘-.‘

. -

-

lacks the definite.implications for instruction that the Behavioral Ob- ~
jectye Sequence provides, The:purpgse of thé PO?»is to give a more .
* . i - c A s . ) . .

-
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global picture of the student's functioning'prégliminarSz to focusing in°
° on specific behavior pattetns of interest.. The POS record covers a

wider range of behavior than the-Deno/Mirkin four category pro-
cedure and includes a r-eu)rd of positive as well as negative behavior.
Hewever, it requires somewhat more skill from the observer o#d can-
not be used by a teacher who js sxmultdnwusly carrying on lPStl‘U(,-
tion. By now. it shpuld be clear that “observation™ can be shuped to fit
one’s mes skill level, and hme schedule. Do A

-

ADDIT!ONAL A THAT MAKES THE OBSERVATION RECORD

+MORE USEFUL _ .

;

e

&
‘When itis-applied by a prac.ll( ed ohserver (‘;chog,gon 1964), the narra- |

tive rgcord proccdure produces a very complete record of béhavior in
context that is relatively unbiased by preconceived categories.

,Dmcnp&u)n can he kept well sepdmtod from mforom ¢ most of the time s«
" although it would be false to claim that subtle obsu‘\fu‘ biases do not

influence what goes into the record. However, the full narrative pro-
cedure istdifficult and time cortssuming to use, and a narrative record is
qot necessarily .the most uséful kind of observation record for the
téacher. HOW can one restore, to the observation record, as much as
possible of the.context captured in a complete narrative record?

The first step is to prepare a brief narrative description of the

classroom environment, the activity being carried on, and the charac-

teristics of the students and teachers (i.e., age, sex, socioeconomic -

© status, and skiM Jlevels). Observation records should he made of the-~

behaviors of a random selection of the target stadent’s same sex.peers.
A common procedure is to alternate observations of the target student
and mdmd‘u/a\,&wm that is. é)_bS{‘I‘V(‘ the target student for 5 minutes s,

R

-

peer one for’s minutes, the target student again for 5 minutes, peertwe ~ °

for 5 minutes, and so forth. Sydying such a récord helps one fo judge
how “normal” the targét student's behavior is. As already mentioned,
Rardin found i} helpful to indude a partial record of the teacher's

: bghavmr on thc POS form to add to the picture of ths, social bdhavior

context of. the sfudent's behavior.

Althuugh the addition by Rardin is a start at looking at social interac-
$on in the classroom. the observatign procedurés described in this
chapter have tended to focus on the in8ividual student. Recording in-
teraction is more difficult but, as, Strain, Cooke, and Appolonni (1976)
have pointed out, interaction data add much to an observation record.
As an observer gains lnvskl“ he or she finds ways to add. important
notes on social mt(,m(,tmn to the tecord: by annotation mj)dlfl(,dhon

-

uf the form being used e

4 . -
s

.

USING OBSERVATION WRDS o

A varicty of procedures to guide observation and mak(- a record of

what is observed have- E?een. described in this chapter. How does a
P o N o .

- c d -
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. teacher decide which procedure'is most appropi‘iate.for a specific pur-
. pose? Some teachers may prefer to-adapt the same basic procedure to
meet #Very peed: but in general, it is betfer to master several different
approaches so as to have a range of thoices whcn seeking forthe - bost
s i Here are some poss:bnhtles ) 9

~ Sereening and Initial Assessment . .

Observa\txon is an important tool for use in answeripg_the, first ques-
.« tionto be considered when a teagher begins to be ““distur xd” by a'stu- A
o dents behavior How specifically can the disturbing Behavior be .
. described?, €areful description must precede decisions dbout' when and
+ how to intervene. Brief narrative notes taken after the oceurrence of - eriti-
.cal incidents” ¢an be of help in pmpomtmg, the problem, but early use of
the Deno/Mirkin “four category” pmwdnr(- or some form of the Pupxl Qb-  ~
“servation Schedule will provide data on * ‘typical " “as well as problem
behavior. Both should be considered. Use of these prowdu‘r(-s can and
o . probably should be relatively mformal at this stago..

.After teachers begin to feel more certain about whnat the behavioris -+ -
that disturbs them, the next important question can be addressed: Is
the behavior sufficiently disturbing to the student. the group, or the
teacher to warrant planful intervention? Most problcms will respond -
o good classroom management procedures: many are transient and
. seem to be "ouigrown" without special attention. Is the teacher certain

» " this is one of the small pumber that requires a special plan? If, a deci- i
: sgon is made to grocéed to a more formal assessment, prior paréntal
permxssxun must be sought and other due prowss r(,quu-(-monts ob-
served. . - g

Formal Asségsment and the l_)%v’elopment of the IEP

The systematic obscrvation procedures that have' been described
here are appropriate for gee at this stage of the interventipn process
. as well. But, now. procedires such as the Developmental Therapy Ob.
joctives Rating Form (DTORF) and Behavioral Objectives Sequence L
. (BOS) become _particularly useful. Tdo often teachers wait to use these,
procedures until the student has been placed in a special S('ng Since
the refationship between changes in ss-thng,s and changes in behavior -
« is well known, it would seem. Jpg,mprmt(* to rate ™student's hehavior N\
on such scale$ in the situation where the problem was first observed
as well later, in new or different situations. Such a “double
baseline” provides both a helpful summary of the student's or x;,mul“'
status and appropriate oBjectives for the early stages of mtcrvbntmn

, ! when a detailed plan has net. lﬂ,en worked out. - | -y _ \
- . . .
" - ~ Fa o ”
Momtor Progress '~ ° : L ' LT LN

B .' _ 'Sevesal methods for obtaining frequc,nt independent obs&r\(atlons of
pupll behavnor have been described earlier, Data from such ObS(‘l‘Vd- e

_', W g3 9,(';
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. ‘tions can be readily summarized on charts or graphs (Deno & Mirkin,

//

1677). Thus summarized, the data permifongoing evaluation & the in-

‘tervgntidns introduced to guide the sotial development of the target

student and provide the basis for thoughtful program decisions: Such

use is described by, Deno and Mirkin (1877) as “data based: program

modification.” . -

' Iio!otimlnlng What tthhange When Progress Does not Occur

Iitervention plans are usually focused on a small range of student

behavior, for example, being on tesk ‘or responding appropriately to - ¥

social greetings by others. By thus narrowing the focus, teachers tend

_to lose sight of the “total person.” While one response to a student's

lack of progress may be to change.the intervention plan while continu-
ing to focus on .the target behaviors, another might be to take a step
back. and look at the student's behavior more generally, as in the

- earliest stages of assessment. Focusing on targets or objectives from

the DTORF or BOS lists may be preventing teachers from noticing that .
dn individual student mighf respond better if approached in a com- .

pletely different manner. Going back to the use of a general chserva-
tion procedure like the POS may help teachers to reorjent themselves
and develop new plans.that are a better fit than the old.

L4

The advantages of using charts and graphs to sn&am&riza observation
data have alfeady been mentioned in the discussion of methods for
‘monitoring progress. Such data summaries can also be useful for pur-
poses of‘program or individual progress evaluation, Data from DTORF
or BOS type sequences can be summarized in terms of specific 5biec-

tives mastered by individual students or nuriber of objectives

mastered by a group during a specified time period. In the present
period of tight education budgets, the teacher or program director who

. can present such data to explain and justify & program gets a positivﬂe}

. -

response from program réview boards.

R poses has stressed systematic ,interval recording &nd hierarchical

checklists as more useful than narrative ‘records for the clagsioom.
teacher. However, some special educators work in situations where -

narrative records are used by others and they are expetted to comment
on them, for @xample hsaring in court proceedings or welfare actions

' In reviewing the reports of others, tegghers should keep'in mind the

.comments alfout the stiengths and weaknesses of sucks narratives/ In
making theirown presentations, they should be ready ta explain/why

~ . the procedures they use are apprgpri_ate for educational purpoges.

. ) . -
[y . .
3 ) . «
o - ' "

.'I:hi's,d'isc{lssio;\ of _obéer_vation pmcadufes to be used for specific pur,.-‘.




CONCLUSION ' e : ‘ _
) Salvin (1978) argued ina recent sue of the Educaﬁonai Ressarcher,
the opinion journal of. bah Bducational Research Associa-
tion, that special educatio ograms have demonstrated much greater

potency as interventions fosT®eing the development of students in part .

‘because of their attention to establishing a foundation of data gathered

* through systematic observatioh on whith jo base program planning
- and decision making, Whether the instructional program is structured
according to the model set forth by Deno and Mirkin (1877), Wood
(1873), Stephens (1875), Hewett and Taylor (in press), White and Har-
ing (1876), or any of a number of other curficulum developers, its im-
plementation should be guided by analysis of systematically collected

* information about student behavior, :

Several years of experience have convinced me that systematic ‘ob-

servation is the best procedure available to the teacher who wishes to

. gather useful information on the social behavior of studentd, The pro-
. cedures may seem dwkward and time consuming at first but, with

practice, they .become easier to use. However, the convipcing argu-

* ment is made-by the observation records themnelvas, Good teachers
- find them useful enough to be worth the extra effort, it may require to
- gather and maintain the data they contain. Good teachers dre those to

whom Slavin's praise is awarded.

T e
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